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ABSTRACT
The purpose of this study was to look at shared
decision-making in the public schools of Iowa.

Specifically,

attention was given to the desire of teachers to be involved
in strategic managerial issues that have been the traditional
purview of administration.

Fourteen decisional areas were

selected for the study including organizational managerial,
policy development, and resource allocation/utilization
issues.
Four research questions were utilized with a
quantitative research approach.

A survey instrument was

mailed to 600 K-12 public school teachers within Iowa.

The

final sample included 431 responses that represented a return
rate of 72.3%.
Statistical tests were conducted at the .05 level of
significance to analyze the data.

Respondent's actual and

desired participation means were examined using a 5-point
Likert participation scale.
respondent was determined.

A discrepancy level for each
Discriminate analysis was used to

measure the extent to which demographic categories of
individuals could be distinguished by decisional discrepancy
levels.
Teachers reported that they desired higher levels of
involvement for all areas of decision-making measured.

Large

discrepancies between actual and desired teacher
participation were found for setting budget priorities,
scheduling, teacher assignments, school attendance policy,
and school security policy.

Medium-sized discrepancies were
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found for discipline standards, facility use during the
school day, grading policy, and staff development.

Student

progress reporting procedures, teaching material selection,
setting school goals/vision/mission, parent/community
relations, and curriculum development had only small
discrepancies.
Levels of decisional discrepancy did not vary
significantly with regard to the size of school community or
teachers' gender, age, or total teaching experience.
Elementary teachers were more deprived than secondary
teachers in making decisions.

Teachers who remained in the

same school setting for a long period of time showed lower
levels of deprivation than lesser-experienced peers.
Teachers with low levels of educational attainment showed
greater levels of deprivation than their more educated peers.

L _______

_______
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CHAPTER I
INTRODUCTION
Traditional bureaucratic structures of the K-12
educational system identify administrators as primary
decision makers in the school setting.

Recent efforts to

improve education have encouraged more participation of
faculty in decisions that have traditionally been at the sole
discretion of administration.

The impact of this movement is

unknown in Iowa.
The Research Problem
The problem of this study was to determine the
congruence of shared decision-making in Iowa public schools
in selected strategic areas of organizational managerial,
policy development, and resource allocation/utilization
issues through the study of actual versus desired teacher
participation.
Definition of Terms
Actual Teacher Participation: "the extent to which
teachers have input into the decision-making process of a
school system" (Meshanko, 1990, p. 6).
Content Validity: the acceptability of the survey
instrument in terms of the intended use.

It appears to

measure the designated variable.
Decision: a determination that impacts a course of
action at the school building or district level.
Decision-Making Process: the process necessary to reach
a decision.
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Decisional Discrepancy:

the level of actual teacher

participation minus the level of desired teacher
participation (Mohrman, Cooke, & Mohrman, 1978).
Desired Teacher Participation: the extent to which
teachers wish to have input into the decision-making process
of a school system.
Participation: the mental and emotional involvement of a
person in a group situation that encourages the individual to
contribute to group goals and share responsibility for them
(Owens, 1995, p. 189) at the school building or district
level.
Rural School District: any school district that does not
contain a town over 2500 in population according to the 1990
census (Baum, 1991).
Shared Decision-Making: "a process by which the members
of an organization participate in decision-making decisions
that affect the role and function of the organization"
(Meshanko, 1990, p. 6).
Strategic: refers to those decisions that effect more
than one classroom at a time.
Urban School District: any school district that does
contain a town over 2500 in population according to the 1990
census (Baum, 1991).
Assumptions
An assumption in this study is that the decision-making
areas represented in the instrument are relevant to actual
strategic administrative decision-making areas traditional to
the administration of Iowa public schools. These areas
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included setting the school's goals/vision/mission,
curriculum development, staff development, parent/community
relations, grading policy, student progress reporting
procedures, discipline standards, attendance policy, school
security policy, facility use during the school day, setting
budget priorities, teaching materials selection and use,
teacher assignments, and scheduling.

These decisional areas

may be at the school building or district level.

Another

assumption is that data can be obtained by the use of a
questionnaire.

Finally, it is assumed that the survey

instrument will be perceived accurately by individuals
responding and that information collected from all
participants will be collected honestly.
Limitations
This study is limited to the perceptions of a randomly
selected sample of K-12 teachers in Iowa public schools, not
the entire population.

Teachers' names were randomly

selected by a commonly used selection method determined by
the Iowa Department of Education Bureau of Statistics.

Since

the scope of the study was limited to Iowa, the findings may
not be expanded to other states due to differences that exist
between educational systems.
Another limitation of self-reporting survey research may
have led to the inappropriate interpretation of the questions
resulting in unintended responses (Krathwohl, 1993).
research is also subject to the Hawthorne Effect.

Survey

This may

distort the research findings because respondents are
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aware that research is being done (Ary, Jacobs, & Razaveigh,
1985) .
Under ideal conditions, the information sought by this
study might have been derived through extensive interviews.
Due to limitations in time and the desire to include larger
numbers of participants, surveys were used.

The use of

surveys as opposed to interviews provided for a larger number
of participants (Borg & Gall, 1989).
Conceptual Framework
Throughout the literature on teacher empowerment, shared
decision-making is portrayed as a powerful means to improve
education through the the participation of the teachers who
work most closely with students.

Teachers know the problems

associated with education and can be of great importance in
finding solutions to those problems (Lang, 1993).
Though shared decision-making appears to enjoy great
acceptance among educational scholars (Weiss, 1992), very
little is known about actual levels of teacher participation
and influence,

(Bacharach, Bauer, & Shedd, 1986; Ziobrowski &

Newman, 1993), teacher's desired levels of participation,
(Doyle, Tetzloff, & Renze, 1993), and the decisional domains
in which teachers desire influence and decision-making
authority (Conley, 1989).

Few studies provide guidelines for

the implementation of shared decision-making (Wallace,
Radvak-Shovlin, Piscolish, & LeMahieu, 1990) .

In summary,

"Theorists and practitioners agree on what 'should be
happening'; however, there is very little research on 'what
is' happening" (Ziobrowski & Newman, 1993, p. 4).
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This study is based upon the work of Alutto and Belasco,
(1972) which presented a methodology for identifying levels
of faculty participation in decision-making.

In 12

decisional areas, a continuum was based upon the discrepancy
between the raw number of decisions in which an individual
desired to participate and the number of decisions in which
he/she actually participated.

Results were categorized as:

decisional deprivation, decisional equilibrium, or decisional
saturation.

Decisional deprivation was defined as "actual

participation in fewer decisions than desired"

(p. 118).

Decisional equilibrium was defined as "actual participation
in as many decisions as desired" (p. 118).

Decisional

saturation was defined as "actual participation in a greater
number of decisions than desired" (p. 118) .
Mohrman et al. (1978) classified Alutto and Belasco's
(1972) 12 decisional areas into two specific domains.

The

managerial domain included decisions such as hiring, budget,
staff assignments, grievances, facilities, community
relations, and salaries.

The technical domain included areas

like texts, learning problems, teaching methods,
instructional policies, and classroom discipline.
Mohrman et al. (1978) further enhanced Alutto and
Belasco's (1972) methodology.

Alutto and Belasco (1972)

measured the absolute discrepancies between participation
rates.

"Each subject's condition of decisional participation

was derived by summing over the number of decisions in which
he wished to participate, and then computing the absolute
difference between these two figures" (Alutto & Belasco,
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1972, p. 119) . Mohrman et al. measured each response, both
ideal and actual, on a "five-point scale ranging from (1)
Never to (5) Always" (p. 18).

This modification more

accurately measured the desired impact of teachers in
relation to their present impact in each decisional area and
domain.
Leaders, in the effort to move toward greater
organizational effectiveness in the educational system, must
continue to search for ways to allow teachers more influence
(Conley, 1989).

Even teachers that may not want

participation are critical to continued improvements (Shedd &
Bacharach, 1991).

More must be learned about the current

state of decision-making to strengthen this effort.

"Given

the high cost of participation in terms of time and effort,
it would be useful to ascertain the differential effects of
deprivation or saturation as they vary with the nature of the
decisional issue" (Alutto & Belasco, 1972, p. 124).

Change

can best be made by gaining experience in decisional areas
where teachers show the greatest desire to participate.

As

levels of trust increase, so may the scope of shared
decision-making.
Purpose of the Study
The purpose of this study was to look at shared
decision-making in the State of Iowa.

Specifically,

attention was given to the desire of teachers to be involved
in strategic managerial issues that have been the traditional
purview of administration.

These are the issues that hold

the greatest promise for the improvement of education.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

I

7

This research provides educational leaders in Iowa with
accurate and contemporary information regarding shared
decision-making and teachers' desire for participation.

This

was accomplished by measuring perceived versus actual teacher
participation in various decisional areas.

In addition, a

methodology to support future shared decision-making efforts
has been introduced into the body of literature.

It is vital

for education to maintain accurate information and effective
instrumentation that is crucial and strategic to the
continued growth of shared decision-making on both the state
and local levels.
Specifically, this research established (a) the degree
to which Iowa's public school teachers actually participate
in decision-making,

(b) the degree to which Iowa's teachers

desire to be involved in decision-making,

(c) levels of

teacher decisional discrepancy for the 14 strategic
managerial areas of organizational decision-making, and (d)
significant levels of decisional discrepancy associated with
the demographic variables of gender, age, educational level,
community size, total teaching experience and teaching
experience in the present teaching position of the teacher.
Research Questions
1.

To what degree do Iowa's teachers participate in

decision-making?
2.

To what degree do Iowa's teachers desire to be

involved in decision-making?
{
v
f

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

8

3.

What are the degrees of discrepancy between the

actual and desired levels of teacher participation for each
of the 14 strategic/managerial decisional areas?
4.

What are the relationships, if any, between the

levels of discrepancy among the 14 types of decisions and the
demographic characteristics?
Organization of the Study
Chapter I consists of the research problem and its
development.
Chapter II.
study.

A review of the literature is included in
Chapter III presents the methodology used in the

Chapter IV represents the collection of data and

analysis.

A summary of the study, conclusions, and

recommendations for further research are in Chapter V.
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CHAPTER II
BACKGROUND OF THE STUDY
A review of the literature provided a framework for
looking at the topic of shared decision-making in public
education.

The review of literature focused on the

historical review of decision-making in American colonial
schools, decision-making in Nineteenth Century American
schools, decision-making in Twentieth Century American
Schools, alterations to the Classical Bureaucratic means of
decision-making, a review of contemporary governance
structures in education, a review of external governance
structures in contemporary education, the impact of the
Classical Bureaucracy on decision-making, and contemporary
educational problems linked to internal governance
structures, and summary.
Decision-Makina in American Colonial Schools
American colonial schools were governed directly by the
leaders of each community as articulated by the General Court
of the Massachusetts Bay Colony in 1654.

The committees,

predecessors of today's school board and administration, had
authority over all aspects of the school including budget and
policy (Blumberg, 1986).
As communities and expectations for education grew, so
did the responsibilities of the committees.

Soon the lay

committees were overwhelmed with the activities of running
the school.

A change in Massachusetts law allowed the

committee to legally delegate to the minister of the
community the responsibility of certifying a headmaster,
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commonly referred to as the schoolmaster or head teacher.
"This law merely legalized a practice in vogue for some time"
{Gist, 1934, p. 26).
Headmasters were not equivalent to contemporary
administrators.

They were first and foremost still

considered teachers as the committees retained much
responsibility for decision-making.

Jacobsen elaborates:

The transfer and promotion of pupils from one school to
another was cared for by the board of education as was
also the prescription of curriculum content, the
selection of textbooks, and the purchase of equipment
and supplies. The headmaster, who approximated in
certain respects the principal of today, was a minor,
administrative officer whose chief duty after
instruction was the maintenance of order and discipline
in the school building and on the grounds. (Jacobsen,
1941, p. 756)
The position of headmaster gradually accumulated more
responsibilities for the administration of the school.

"The

school committees, or lay boards of education, relinquished
their 'administrative' responsibilities to the local schools
only as it became quite clear they needed more professional
assistance" (Wood, Nicholson, & Finley, 1979, p. 2).
Headmasters were ejected, besides running the school, to
visit other teachers' classrooms, observe teachers'
performance, and help the other teachers.
The instructional expectations soon exceeded the
headmasters' ability to perform.

In addition: "As towns grew

larger, local school committees found that one- and twoteacher schools were inefficient, so smaller schools were
combined.

And as the schools became larger, more and more

authority was given to the head teachers" (Wood et al., 1979,
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p. 2).

"Just as the lay committees were unable to maintain

their administrative duties over the school, the ability of
the head teachers to teach full time and fulfill the
administrative role also became difficult" (Wood et al., pp.
1- 2 ) .

The school principalship is the "first educational
administrative position to evolve in the United States" (Wood
et al., 1979, p. 1).

Early references to the principalship

began as early as 1786 where we find that Eliphalet Pearson,
the first head of the Phillips Academy, was officially titled
preceptor, but was commonly referred to in school records as
Principal Pearson.

His replacement in 1786 officially held

the title of principal.

In 1838, reports in Cincinnati, Ohio

regularly used the title principal (Pellicer, 1981, p. 1).
It was also during the 1830s that the first
superintendents were hired.

"During the period of 1840-1870,

school committees in the larger cities felt the need to
delegate administrative decision-making responsibility.

The

first superintendents of schools were appointed in 1837 in
Buffalo, New York, and in Louisville, Kentucky" (Wood et al.,
1979, p. 2).
Decision-Making in Nineteenth Century American Schools
School populations began to increase rapidly after the
1830s.

Educational systems that began small, often in one

room schoolhouses, suddenly began to grow housing more
students and employing more teachers who were often
untrained,

decision-making on how to educate the masses

increasingly became the domain of school administration.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

f

12

Superintendents held a considerable portion of the
duties in running business within the schools throughout the
mid 1800s.

As can be seen by the Annual Report of the

Superintendent of Common Schools of State of New York in
1845, superintendents were to visit all schools, inquire into
curriculum, handle discipline, conduct condition of the
school evaluations, have total control over the hiring and
firing of teachers, promote education, improve instruction,
and advance the interest of the schools (Blumberg, 1986).
The school principal was delegated decision-making
responsibility for their schools from superintendents.

Most

of the duties of the principal were intended to make the
school keep up with rising numbers of students, not to make
the quality of work increase.
The duties (of the principalship) were general in
nature, required no specific training, could be done in
extra-school time, and probably could be performed by
one teacher as well as another. The administration of
pupil personnel was limited chiefly to discipline, and
school organization to prevention of conflicts in the
class-and playground-schedules of the various pupil
groups. (Pierce, 1935, p. 28)
The duties of the principal teachers in Cincinnati in 1839
were:
The principal teacher was (1) to function as the head of
the school charged to his care, (2) to regulate the
classes and course of instruction of all the pupils,
whether they occupied his room or the rooms of other
teachers, (3) to discover any defects in the school and
apply remedies, (4) to make defects known to the visitor
or trustee of ward, or district, if he were unable to
remedy conditions, (5) to give necessary instruction to
his assistants, (6) to classify pupils, (7) to safeguard
school houses and furniture, (8) to keep the school
clean, (9) to instruct assistants, (10) to refrain from
impairing the standing of assistants, especially in the
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eyes of their pupils, and (11) to require the
cooperation of his assistants. (Pierce, 1935, p. 12)
Trained teachers were in short supply.

The principal

was called upon to assist.
As early as 1850 in Cincinnati, the principals had
included many if not most of the phases of a modern
supervisory program in their work as they conducted
teachers' meetings, visited classes, measured the
efficiency of instruction, adjusted pupils’
difficulties, rated teachers, and gave them instruction
in methods of teaching. (Jacobsen, 1941, p. 760)
Decision-Makina in Twentieth Century American Schools
Most elements of the current educational system were
adopted around the turn of the century.

It is most properly

called the "professional bureaucracy" (Bolman & Deal, 1991,
p. 88) and led toward the adoption of what has been later
termed as the "factory" (Cubberly, 1916, pp. 337-338; Shedd &
Bacharach, 1991, p. 53) approach to school management.

The

organizational reforms leading to the implementation of this
model have impacted educational decision-making throughout
the remainder of the century (Bauman, 1996).
During the late Nineteenth Century, school growth
increased in size and scope.

The Common Schools Movement led

to large numbers of children coming to school out of homes,
fields, and even factories so that society could benefit from
public education.

As a result, organizational needs and

school facilities, especially in the cities, became larger as
the curricular offerings became more complex.
The industrial revolution also played a significant
role. Decisions in business and industry in the days previous
to the turn of the Twentieth Century were mostly made by rule
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of thumb, but scientific method was enlisted in efforts for
greater efficiency (George, 1972).

The same desire for

efficiency in business soon led to calls for similar
efficiency in education.

School board members, often leaders

in business and industry, still meddled in school affairs
(Corwin, 1988).
Contemporary pressures on schools to keep pace with the
industrial revolution encouraged the act of schooling to also
become more scientific.

Industry loaders, who were well

respected for their advances in using techniques of
organizational efficiency, chastised educational leaders for
lacking management skills and scientific knowledge of their
assigned duties (Kowalski & Reitzug, 1993).

"Those who

championed the movement of school administrators made
invidious comparisons and concluded that the same knowledge
and techniques used in public education would produce more
functional schools, lower cost schools, and improved public
perceptions" (Kowalski & Reitzug, 1993, p. 9).
William H. Payne, a professor of Science and Art of
Teaching at the University of Michigan, published a book on
the hierarchy of command and the division of labor in
schools.

His interest, after serving as a superintendent in

a small school system, led him to the following
understanding:
It is thus seen that the work of instruction follows the
law which prevails in all other industries—
differentiation, classification, system... in an
extended system of instruction there should be a
responsible head, able to devise plans in general and in
detail, and vested with sufficient authority to keep all
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subordinates in their proper places, and at their
assigned tasks. (Blumberg, 1986, p. 10)
Superintendents adopted big business philosophies,
scientific management, an emphasis on efficiency and
measurement, and became more managerial with a need for
budgeting and data management skills (New York State School
Boards Association, 1989).

Principals began to investigate,

in a scientific rather than a participative manner, the best
methods to solve instructional problems.

"Principals... were

able to base procedures on factual data to an extent not
previously possible, and their supervision for the first time
assumed the characteristics of a science" (Pierce, 1935, p.
81) .
Raymond Callahan took the position in his study entitled
Education and the Cult of Efficiency, that school
administration sold out to business in the early 1900s.

He

was disappointed to learn in the preparation of his report
that a high occurrence of decisions were being made without
considering educational concerns first.

"Vulnerable to

attack from the public and especially from their
employers—the local school boards—superintendents adopted the
lingo and practices of those with high status in the
society—businessmen—and betrayed their earlier tradition of
educational administrators as scholar-statesmen" (lyack &
Cummings, 1977, pp. 48-49).
The decision-making roles of both teachers and their
administrators were shaped.

Teachers became the equivalent

of the assembly line worker in factories with little
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organizational decision-making authority.

Theoretically,

they could be replaced by another who can perform the job
with equal skill because teaching is a science and therefore
prescribable.

The teacher, however, was simultaneously

considered the individual with expertise on matters in the
classroom.

Key decisions in classrooms would continue to be

made by the teacher in the effort to fill in the "gaps in
services" to the students (Shedd & Bacharach, 1991, p. 4).
It became the administrator's role to make decisions
routinizing teachers' work.

Schedules for the school day,

teacher assignment to classrooms, developing policies and
procedures, hiring, firing, allocation of resources, student
discipline, and general supervision are the responsibilities
of administrative management alone.

In general, issues of

efficiency became the primary focus of management.

This

included anything that assured the smooth flow of students
through the system with as little waste as possible.

Issues

of effectiveness were ignored or shouldered by teachers.
Loose coupling (Corwin, 1988) exists in the classical
hierarchical bureaucratic educational system.

The act of

teaching was kept slightly detached from the formal hierarchy
of the school.

When the administrators developed generalized

policy for the entire system, it was up to the individual
teacher to interpret and apply it in their classroom.
Organizationally, administrators shied away from matters
internal to the classrooms.

An unspoken truce has kept

management and teachers apart.

If managers did not interfere
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in classroom affairs, teachers would not violate the domain
of the administrator.
Alterations to the Classical Bureaucratic
Means of Decision-Making
Structurally, schools continued to become more
bureaucratized into the 1960s (Bauman, 1996).

Efforts to

make schools more efficient through modern management
techniques, teacher specialization, and expanded class
offerings in the curriculum were the result of continued
societal beliefs in modernized public bureaucracies (Bauman,
1996).
Two differing schools of thought have since impacted the
classical hierarchical system of decision-making.

The Social

System human relations movement led to the reemergence of the
importance of the individual and the Open Systems movement
destroyed educational isolation within society.

Though both

the Social System Theory and the Open System Theory retained
the classical focus on organizational decision-making
efficiency, they approached that end through differing
strategies, beliefs and values.

"The models have

contradictory basic assumptions about what draws and holds
people together and how people work collaboratively to
achieve a set of goals" (Hanson, 1996, p. 4).
The Social Systems Theory came into favor after the
great societal concerns of the depression in the 1930s and
looked upon the worker as an extension of the bureaucracy
(Hanson, 1996) .

This was a more participative view of the

organization and took into account how people in the
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organization ultimately controlled how efficiently it
functioned.
Administrators attempted to reduce conflict within the
schools by keeping lines of communication open, becoming more
considerate, and using democratic-political procedures to
reduce conflict.

As a result, teachers gained limited

ability to influence decisions.

Human relations were

employed in the effort to satisfy and ultimately motivate
workers (Hanson, 1996).

This model contributed to the

understanding of organizations through the recognition of
formal and informal power that internal groups may assume in
constantly shifting coalitions.

The human relations approach

faded after the 1950s due mostly to mistrust of the
motivational intentions of managers (Hanson, 1996).

Through

the Human Relations movement, the classical bureaucracy was
to achieve efficiency entirely through science, policy, and
control.
The Classical and Social Systems Theories continued to
support organizational decision-making in isolation of their
surroundings. They were considered to be closed (Katz & Kahn,
1966).

The Open System Theory of the 1960s acknowledged the

interrelation between an organization and community.
The Open System Theory conceives of an organization as a
set of interrelated parts that interact with the
environment almost as a living creature does. The
organization trades with its environment. It receives
inputs such as human and material resources, values,
community expectations, and societal demands; transforms
them through a production process (e.g., classroom
activities); and exports the product (e.g., graduates,
new knowledge, revised value sets) into the environment
(e.g., business, military, home, college) with value
added. The organization receives a return (e.g.,
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community financial support) for its efforts so that it
can survive (and hopefully prosper) . The cycle then
begins all again. (Hanson, 1996, p. 7)
Information is vitally important to decision-making in
the open system organization so that it can maintain
efficiency through the anticipation of changes in the
environment.

Management of conflict in the more open system

became very complex because of the impact of pressures and
changes on the overall system as well as its subsystems
(Hanson, 1996) . The Open Systems Theory removed the veil of
organizational decision-making isolation instituted by the
classical bureaucracy.

Schools were no longer protected from

outside pressures for civil equity and participation (Bauman,
1996).
As decision-making influence by the local school board
and district administration have decreased since the 1950s,
the amount of influence over decisions from the outside
increased through the 1980s (Bauman, 1996).

The federal

government carved out a pattern of influence by developing
national school goals, state governments have set standards
and implemented reforms, courts carved influence into the
schools, and private business discovered it could
successfully pressure the educational system.
Simultaneously, influence from groups internal to the
school organization have also increased their influence over
decisions.

The collective bargaining process with teachers

places limits upon the decisions that can be arbitrarily made
by schools.

Community-based interest groups have also grown

in their ability to impact local school decisions.

The
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increasing openness and influence has also come at a time of
more verbal dissatisfaction with the educational system.
As a result of this increasing dissatisfaction, there
have been two recent efforts for educational reform.

The

"First Wave" educational reform movement of the 1980s called
for tighter central controls upon education (Cistone, 1989) .
The authors of this movement lacked general "... confidence
in teachers' abilities and intentions" (Johnson, 1990, p.
346) .

This resulted in the strengthening of the classical

hierarchical organizational decision-making structures within
schools while allowing for greater external pressure upon the
system.
Teacher empowerment has been the focus of the more
recent "Second Wave" of educational reform during the 1990s
(Cistone, 1989).

This wave constituted a shift from

organizational efficiency (Lange, 1993) to a focus of
educational effectiveness (Cistone, 1989) and quality (Shedd
& Bacharach, 1991).

It was also facilitated by changes in

the environment external to education, (Shedd & Bacharach,
1991) and attacks the exasperated flaws in the hierarchical
bureaucratic system (Short, 1992).

The thrust of the

movement is to have teachers’ instructional values prevail
over bureaucratic values (Johnson, 1990).
Internal Governance of Education
In the typical hierarchical organization, authority and
power is institutionalized into levels of organization
through policy and rules (Anderson, 1968).

The
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characteristics of a bureaucracy typically consist of the
following:
•division of labor: tasks are distributed in a fixed way
as official duties.
•hierarchy of authority: each position is controlled and
supervised by a higher one.
•rules and regulations: each position's rights and
duties are covered by a system of rules.
•impersonal orientation: decisions are made based on
facts not feelings to insure equality of treatment,
•career orientation: promotion is based on seniority,
achievement, or both, and dependent on the judgment of
superiors. (Hausdorff, 1992, pp. 30-31)
W. Patrick Dolan describes this type of classical
organization as follows: "a top down, strongly authoritarian,
tight control of information, deeply layered pyramid, gridded
into vertical and horizontal silos" (1994, p. 17).
Information flows in only one direction, from top to bottom.
It is only at the top of the pyramid structure where
strategic thinking occurs (Dolan, 1994).

With guidance from

the superintendent and other central office staff, the school
board serves as the local legislative unit for setting policy
that controls this structure.
The superintendent and central office administration
serve as the executive branch that implements strategy and
executes board policy.

Administrators serving this function

are located in professional "silos" (Dolan, 1994, p. 14) at
the middle level of the pyramid.

Each silo represents areas

of expertise with organizational boundaries and policy
separating duties.
|

Finally, at the bottom of the traditional pyramid, are
the principals, teachers, and students functioning within
their own structure in the individual school.

In the
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traditional sense, there is little or no need for strategic
decision-making at this level.

As a result, those at this

level of implementation have scant necessity to receive more
information than is needed to carry out their daily tasks
(Dolan, 1994).
Most work in schools is still done within the silo
structures which divide tasks and responsibilities into
departments (March, 1958).

Within these silos are divisions,

commonly called departments, who work independently of one
another in "quasi-autonomous units" (Bolman & Deal, 1991,
p. 89).

They rarely coordinate or work together.

Decisions are made at various loosely connected levels
where "... different participants establish the agenda and
control the outcomes" (Johnson, 1990, p. 347) . These are the
classroom, teacher team, school, and district levels.
At the classroom level, teachers control decisionmaking.

"Through the course of the day, they make countless

decisions about curriculum, instructional technique,
classroom management, and standards of discipline" (Johnson,
1990, p. 347).

This is the unspoken truce between teachers

and administrators described by the concept of loose
coupling.

When teams of teachers work together, they can be

confident that they are able to exert a great level of
influence over issues that extend into more than one
classroom.

Though this strategy can be effective, the

occurrences are limited and isolated (Johnson, 1990).
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Teachers are generally pessimistic about their ability
to influence strategic issues in the school building or
district (Johnson, 1990).

Johnson, (1990) describes:

Over the years, they have watched principals' advisory
committees become symbolic forums of participation,
repeatedly addressing minor or marginal issues such as
plans for Education Week, bus duty, student behavior on
the playground, or dismissal procedures. Monthly
meetings of the full faculty are principal-centered,
discussions are perfunctory, and votes are almost never
taken. Many teachers see such meetings as timeconsuming, ceremonial assemblies that serve only to
dramatize their powerlessness in school governance. Just
as teachers retain personal control over classroom
policy, most principals hold the final say over school
site policy. Sometimes they solicit advice from teachers
before making decisions, but they do so at will rather
than in response to formal obligation. The final
decisions remain theirs, (p. 348)
Teachers have traditionally had little impact upon
decisions at the district level because teachers are
primarily unfamiliar with the work of the bureaucracy
(Johnson, 1990).

Advisory committees and collective

bargaining are two typical structures that commonly produce
influence but under tightly controlled conditions that often
do not address the instructional concerns that are of
importance to the instructional staff (Johnson, 1990).
The result of this loose system of bureaucratic
governance is the loss of teacher impact on issues that
influence the total organization.

"The rigid and segmented

character of most school districts-their hierarchal
structure, binding rules, standardized processes, blocked
schedules, line-item budgets, and isolated classroomsconstrain all who would improve public education" (Johnson,
1990, p. 352).
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External Governance of Education
Education is also impacted by various levels of
governmental politics and authority that serve to limit the
choices of the local district governance structure.

Federal

and state limits on local education are realized through the
division of power between the executive, legislative, and
judicial branches of government (Bauman, 1996).
State level government is responsible for making
decisions that impact education.
In legislatures, courts, and state departments of
education, many rules are drafted that regulate
schooling. Increasingly, teachers are troubled by the
unintended consequences of legislated curricula,
categorical programs, administrative rulings, and
judicial remedies designed to improve public education.
(Johnson, 1990, p. 350)
Government, however, is only one of four sectors that
regularly impact educational governance.

Private sector

institutions, organizations, and individuals control the
creation of teaching materials and services that directly
impact the school setting and often play a role in
influencing internal school decisions.

Nonprofit and special

interest groups often create pressure on issues of their
choice.

Educational issues are often resolved or grid locked

by bargaining in a political fashion.

Media broker

information to the public in the effort to inform or persuade
(Bauman, 1996).
The Impact of the Classical Bureaucracy on Decision-Making
Three assumptions were made about education during the
adoption of the classical hierarchical bureaucratic model of
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school management.

Shedd and Bacharach (1991) list them as

follows:
•The purpose of a public school system is to provide
students with training in a common, basic set of
academic skills.
•Teaching is a relatively straightforward process. The
situations that teachers face can be anticipated, and
appropriate behaviors for handling those situations can
be specified in advance.
•Except for age differences, students are a relatively
homogeneous group. Differences in their needs and
abilities within age groups are minimal and irrelevant,
(p. 52)
Leaders perpetuated these assumptions through their
interaction in the educational system.

Today, we have

specialized teaching into specific areas of expertise that
are given license, teaching is not generally considered a
hard and fast science, but rather a diversified collection of
skills and techniques to be applied as needed.

In contrast,

educators now acknowledge that students come to school
varying in ability and experiences throughout their
educational careers.

Even the ultimate purpose of education,

which was assumed to be the acquisition of a basic set of
skills, has become more specialized.
Contemporary Educational Problems Linked to Internal
Governance Structures
Inherent problems resulting from the classical
hierarchical still persist.

The educational system has grown

considerably over the century and criticisms that it is out
of control and too costly are common.
j

This is partly due to

one of the assumptions of the classical hierarchical
bureaucratic model of education.
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Students are not a relatively homogeneous group as the
assumption states.

The overall educational system, in order

to deal with this diversity of ability, has not been altered.
Instead, mini educational systems were added to handle those
students that fell outside the "normal" student body.

Today,

we have complete subsystems for special education students,
students with reading and math deficiencies, programs to
prepare students for technical fields of work, alternative
high schools, and even a system for talented and gifted
students.

Rather than changing how the total educational

system addressed the needs of these students within, new
systems were added often at tremendous overlap and costs as
well as compounding the complexity of the organization.
Second, coordination problems persist.

The result is a

lack of control between individual classrooms.

This makes it

difficult to align curriculums and methods of instruction.
Issues of effectiveness become blurred and difficult to
address.

The divisions of labor into subunits and

disciplines have created mini-kingdoms where subject and
program specialists control their divisions of the system.
Issues of turf (Ferrarra & Repa, 1993) often lead to
competition for status, students, and limited resources
{Short, 1992).

The educational system often finds that it is

at war with itself, because changes in one part always affect
the others.
A third impact of the classical hierarchical
bureaucratic model is that there are organizational problems
in dealing with new situations and the making of decisions.
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The assumption that teaching is a prescribable process and
can be standardized through centralized policy has allowed
many problems to be left unaddressed and unsolved.

There is

a contradiction to the second assumption of the classical
hierarchical bureaucratic model system which states that
teaching is fixed and prescribable.

Problems that arise in

the teaching process are "conditional... not fixed in
advance" (March, 1958, p. 27). It is impossible to
standardize the teaching process.

As a result, teaching

performance has been hindered (Bolman & Deal, 1991; Koehler,
1990).
A fourth impact of the classical hierarchical
bureaucratic model concerns the maturity and motivational
concerns for the people that work in the educational system.
Many people are treated immaturely in their work environments
(Hersey & Blanchard, 1993).

As stated, "bureaucratic or

pyramidal values lead to poor, shallow, and mistrustful
relationships" (Hersey & Blanchard, 1993, p. 64).

In

combination with the isolation of teachers in their
classrooms with young children of adolescence for most of the
school day, it is no surprise that teachers may have trouble
building mature and trustful relationships.

Distrust is not

uncommon between administrators and teachers and even effects
professional relationships between teachers.
Motivationally, the classical hierarchical bureaucratic
model which is traditionally dependent upon extrinsic
motivational factors, has done little to reach teachers.
Efforts to implement merit pay have repeatedly failed.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

The

f

28

basic assumption behind merit pay is that teachers can be
motivated to improve their performance and instructional
quality through payment or recognition.

Problems with

payment resulted because of the general lack of funding for
their primary salaries, let alone for merit bonuses (Gorton &
Schneider, 1991).
The future of public education may rest upon the ability
of teacher empowerment through shared decision-making to
literally transform the educational system.

The assumption

held during the adoption of the classical hierarchical
bureaucratic model school that the purpose of a public school
system is to provide students with training in a common,
basic set of academic skills is not true today.

"Schools can

no-longer be considered cookie-cutter replica's of each
other" (Duke, Showers, & Imber, 1980, p. 101).

Likewise,

teaching is not prescribable and students are different from
each other.

Similar to the way factories specialize their

products to survive, education has also responded by
appealing to its varied clients.
The more specialized, varied, changeable the products an
organization produces and the fewer of each product it
produces, the more likely it is that the tasks necessary
to produce the products will constantly change. As that
happens, it becomes less feasible to assign each
employee a discrete set of duties that will remain
constant for an extended period of time. That, in turn,
means that it will become increasingly difficult for
staff experts at higher organizational levels to
anticipate and decide what all those tasks and duties
should be. (Shedd & Bacharach, 1991, p. 145)
In structural terms, the pressures on school systems to
provide a high-quality education for large numbers of
students, while remaining flexible enough to adjust to
the needs and abilities of individual students, are
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remarkably similar to the pressure on American
manufacturers to meet the specialized needs of large
numbers of customers while improving quality across the
board. (Shedd & Bacharach, 1991, p. 146)
For the same reasons business and industry have had to
turn to shared decision-making, so must public education.
The abandonment of this belief requires that schools turn to
those with first-hand knowledge of the students, teachers.
Shared decision-making addresses many of the inherent
problems associated with the classical hierarchical
bureaucratic model of education.

Teacher participation

reduces teacher isolation, competition, feelings of
inadequately, acceptance of lack of personal power, and
insecurity while it encourages the sharing of information,
coordination, questioning assumptions, proactivity,
commitment, energy, and the institutionalization of change
(Short, 1992).
Leaders are responsible for changing their traditional
management views in order to embrace the empowerment of
teachers.

In order to dissolve the loosely coupled truce put

into effect separating the domains between administrators and
teachers, both must allow themselves to be influenced to gain
influence upon the other.
Without administrators gaining influence into each
classroom, issues of coordination remain difficult if not
impossible to solve.

Without teachers gaining influence in

the educational system, the entire organization may suffer
for lack of new and better solutions for students.

These
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needs are at the crux of the argument for shared decision
making .
Summary
The necessity of reducing the impact of the classical
bureaucracy has emerged as a need and has been elevated into
a primary concern of those who seek to improve education
through reform.

Terms such as restructuring, teacher

empowerment, and teacher professionalism all share as one of
their basic elements, the introduction and increase of
teacher participation in decision-making outside the
constraints of their own classrooms.
The introduction of shared decision-making into the
school organization is clearly the responsibility of
educational leaders to initiate in a manner that both
increases the likelihood of immediate success, but also for
long-term organizational advantages.
Ultimately, the fate of shared decision-making may
commonly fall prey to administrations' inability to apply
shared decision-making to issues of both teachers' desire as
well as decisional worthiness (Kirby, 1992).

Both must be

present to sustain and expand the scope of shared decision
making.

This lack of clarity may be a major factor on the

hit-and-miss patterns of success that are evident in shared
decision-making literature.
Sharon Conley addressed the topic of shared decision
making in her article in the Review of Research in Education.
She makes the following points with regard to researching
shared decision-making:
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It is critical to examine the nature and extent of
decision-making desired by teachers. In addition, one
must examine two issues: (a) the nature of decision
making in the school organization and (b) the specific
decision areas in which professional teachers may become
involved. Literature examining the first issue focuses
on uncovering possible discrepancies between teachers'
expectations for decision-making and the decisional
opportunities afforded them. Recognizing that schools
are complex professional bureaucracies, literature
examining the second issue focuses on the various sets
of decisions characterizing these work organizations.
(1991, p. 231)
An additional task in this section is to identify points
where research remains unclear, for example, the
specific nature and content of decision domains in the
organization (1991, p. 231). Only a handful of studies
(four cited) have empirically dealt with the content
specificity of decision domains since Mohrman et al.'s
writing in 1978. (1991, p. 234)
Only by examining specific decisions in the school
organization can we begin to identify the decision areas
in which teachers may increase their involvement. (1991,
p. 233)
Research has not generally examined the issue of
multiple domains separately for elementary and secondary
school organizations. (1991, p. 235)
A lack of consensus exists regarding the exact typology
of decision-making domains. More field-based
exploratory approaches will probably be useful in
accomplishing greater clarification in this area. (1991,
p. 235)
In the context of educational policy, examination of
teachers' current and desired levels of participation-in
relation to specific decision areas-emphasizes
increasing participation in those areas in which
teachers' desires for participation are not being met.
(1991, p. 233)
The issue of what decisions administrators should share
remained ambiguous.

Decisions that have been the traditional

responsibility of educational administrators were not
isolated and assessed.

Knowledge about teachers' desire to
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participate in those decisions was unknown in the State of
Iowa.
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CHAPTER III
METHODOLOGY AND PROCEDURES
Overview of the Study
It was the purpose of this study to investigate shared
decision-making in the public schools of Iowa.

Specifically,

this research established (a) the degree to which Iowa's
public school teachers actually participate in decision
making,

(b) the degree to which Iowa's teachers desire to be

involved in decision-making,

(c) levels of teacher decisional

discrepancy for the 14 strategic managerial areas of
organizational decision-making, and (d) significant levels of
decisional discrepancy associated with the demographic
variables of gender, age, educational level, community size,
total teaching experience and teaching experience in the
present teaching position of the teacher.
Population and Sample
The population for this study was all K-12 public school
teachers in the State of Iowa.

This group consisted of

31,193 full-time teachers for the 1995-1996 school year (Iowa
Department of Education, 1996).
The Iowa Department of Education Bureau of Statistics
utilized a commonly used randomization method to determine
the 600 participants of this study.

First, the names of all

Iowa K-12 teachers were sorted according to their categories
of teaching assignment, elementary or secondary, and the size
of their school community, rural or urban.

Secondly, 150

names were randomly selected to represent elementary rural
teachers, 150 names were randomly selected to represent
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elementary urban teachers, 150 names were randomly selected
to represent secondary rural teachers, and 150 names were
randomly selected to represent secondary urban teachers.
Each teacher was asked to individually respond to the "Shared
Dec isi on-Making Survey."
Instrumentation
The survey instrument was self developed specifically
for the purposes of the study.

The questions in Section II

of the survey established gender, age, educational level,
total teaching experience and teaching experience in the
present teaching position of the teacher.
The questions in Section I of the survey established the
extent of actual teacher participation in shared decision
making as well as the desired level of shared decision-making
for each of the 14 decisional areas.

The coding format for

responding ranged from (1) Almost Never Involved,
Involved,

(3) Sometimes Involved,

(2) Rarely

(4) Often Involved, and

(5) Almost Always Involved.
The questions in Section I included 14 decisional
situations.

They were selected for this study because they

are representative of the kinds of decisions commonly found
in the shared decision-making literature and are consistent,
but not exhaustive of the traditional functions and roles of
educational administration.

These decisions include:

1. To implement the policies and other decisions of the
legislative body (usually the board of education or
state legislature).
2. To clarify and pursue the predetermined objectives,
directions, and priorities of the enterprise.
3. To assemble and insure the prudent use o f •resources.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

4. To help increase the productivity of all employed
personnel.
5. To unify and coordinate human efforts and material
resource use.
6. To monitor progress toward the realization of
objectives.
7. To create a desirable organizational climate and
professional working relationships within the
organization.
8. To appraise the quality and effectiveness of
strategies selected and personnel employed to pursue
various objectives.
9. To help project the image of the institution and its
personnel as effective, productive, and dynamic
entities.
10.To report to the legislative body and to the people
on the stewardship of authority and responsibilities.
(Knezevich, 1984, p. 6)
The following strategic decisional areas were addressed in
this study:
Organizational Managerial
•setting the school's goals/vision/mission
•curriculum development
•staff development
•parent/community relations
Policy Development
•grading policy
•student progress reporting procedures
•discipline standards
•attendance policy
•school security policy
Resource Allocation/Utilization
•facilities use during the school day
•setting budget priorities
•teaching materials selection and use
•teacher assignments
•scheduling
Organizational managerial decisions have traditionally
been an administrative function.
|

The involvement of teachers

in setting the school's goals/vision/mission was limited to

I

following administrators' lead while they implemented
predetermined policies and pursued predetermined objectives,
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directions, and priorities.

Today, in addition to meeting

objectives, teachers may be asked to participate in setting
directions for the school organization.
Curriculum development and staff development are two
areas that administration traditionally clarified and pursued
while working to increase the productivity of all employed
personnel.

Today, teachers may be involved in identifying

goals and objectives with regard to curriculum and taking a
formal role in personal and staff development programming.
Parent and community relations were administration's
responsibility by depicting personnel as effective,
productive, and dynamic entities.

Contemporary educators,

both teachers and administration, more commonly work at
varying levels with community in ways that impact the school
organization.
Administrators have traditionally been called upon to
implement policy, to monitor progress toward the realization
of objectives, to create a desirable organizational climate
and working conditions, and to evaluate the quality and
effectiveness of selected strategies.

Today, teachers may be

involved in various policy decisions including:

grading of

students, student progress reporting procedures, discipline
standards, attendance policy, and school security.
Resource allocations and their use is an area that
administrators have traditionally had direct authority to
manage.

Issues of facilities planning/utilization impact the

resource of physical space.

The setting of budget priorities

allocates financial resources.

L

The selection of teaching

........................... .............. .............................
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materials and how they are used addresses instructional
resources. Human resources are impacted by teacher
assignments and scheduling.

Each are types of decisions that

contemporary teachers may be called upon to help decide.
Section III of the survey provided instructions as to
how to return the survey and the accompanying postcard.

The

survey letter and instrument is located in Appendix A.
In order to establish an acceptable measure of validity,
a panel of three experts in school administration and
leadership were identified.

The researcher received feedback

from these experts in order to evaluate the questionnaire and
make suggestions for improvements.

The panel of experts

consisted of: Dr. Robert Decker, Dr. James Kelly, and Dr.
Susann Doody.
In order to establish an acceptable measure of
reliability, the instrument was tested in an educational
administration class on the campus of the University of
Northern Iowa.' This field test identified any ambiguous or
misleading questions, and allowed the respondents to make
suggestions about the clarity, format, or any other points
that improved the instrument.
Data Collection
Surveys are useful for the purpose of gaining
quantitative information in an easier, quicker, less
expensive, and more accurate way than by other means (Alreck
& Settle, 1995).
study include:

The benefits of utilizing a survey for this
the ability to sample from a wide

geographical area, the responses are short, anonymity is
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preserved, and it is less costly than other possible data
collection methods (Krathwohl, 1993).
Ideally, the information generated by this study might
have been derived through extensive interviews.

Due to

limitations in time and the desire to include larger numbers
of participants, the survey format was selected.

The use of

surveys as opposed to interviews provides for a larger number
of participants {Borg & Gall, 1989).
The survey instrument was mailed directly to selected K12 teachers in Iowa in early September of 1996.

The

instrument was enclosed in an envelope in the form of a tri
fold sheet of 17 x 11 inch white rag paper stock.

The

reverse side contained the return mailing address and an
introductory letter.

The respondent was not required to

apply postage since the NO POSTAGE NECESSARY format was used
to reduce the overall costs for postage on surveys not
returned.

The survey instrument was printed on differing

colors of paper to represent teachers from rural elementary
schools, urban elementary schools, rural secondary schools,
and urban secondary schools.
To ensure anonymity, a separate postcard was enclosed
with the survey instrument.

This card was also of the NO

POSTAGE NECESSARY format and included the return mailing
address.

The respondent's name and address appeared plainly.

When the survey was completed, the respondent returned
both the anonymous survey instrument as well as the postcard.
Upon receipt, the survey was recorded anonymously according
to rural elementary schools, urban elementary schools, rural
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secondary schools, and urban secondary school categories and
the postcard was marked as having been received on a master
list of teachers.

Two weeks after the initial mailing a

follow-up postcard was mailed to remind those that had not
yet returned the postcard and survey to please do so by a
specific date.

Another follow-up postcard was used to

generate a final response to the survey instrument.
Data Analysis
The design included an examination of both actual and
desired levels of participation in school decision-making.
In addition, a discrepancy level was determined by
subtracting the desired score from the actual score.
Demographic variables were used to determine the overall
characteristics of the respondents.

The proportion of each

category of respondent was identified.
The data were analyzed using the Statistical Package for
the Social Science (SPSS) and statistical tests were
conducted at the .05 level of significance.

The survey

instrument requested respondents to describe their actual and
desired participation on a five point scale, ranging from
Almost Never involved (1) to Almost Always involved (5) in 14
decisional areas.

Research questions one through three were

computed and analyzed using descriptive statistics such as
frequencies, means, and standard deviations.
The discrepancies between the actual and desired means
were compared by determining the effect size for each
decisional area.

The discrepancies were rank ordered from

largest to smallest and grouped according to large, medium,
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and small effect sizes.

Each individual decisional area was

then addressed with regard to respondents’ actual
participation, desired participation, and satisfaction with
their current levels of participation.
Research question four, utilized discriminate analysis
to determine which, if any, demographic variables were
significant in relation to the discrepancies for each of the
14 decisional areas.

A significance factor of .05 was used.

Demographic relationships that were significant identified
decisional areas upon which the relationship was based.
To determine which, if any, of the identified decisions
held statistically significant differences between actual and
desired demographic group responses, means were compared
using t-tests and one-way ANOVAs.

Significant differences,

when determined, were analyzed to identify patterns of
actual, desired, and discrepancy responses.

J.

_ _ _ _ _ _ _ _ _ _ _ _ _

_ _ _ _ _ _ _ _ _ _ _
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CHAPTER IV
RESULTS AND INTERPRETATION
The purpose of this study was to examine shared
decision-making in the State of Iowa.

Specifically, the

purpose was to determine the impact of the respondents
participation upon strategic managerial issues that have been
the traditional purview of administration.

The study

compared actual versus desired levels of respondent
participation in 14 decisional areas.

Also, this study

investigated if there was a relationship between respondent
impact and each of the demographic characteristics of the
respondents including gender, age, educational attainment,
community size, total teaching experience, teaching level,
and experience in the present teaching position of the
respondent.
Fourteen areas of decision-making were selected from the
literature base and placed on the survey for respondents to
individually consider.

They were asked to indicate their

actual level of participation in the decisional areas and
their desired level of participation in the decisional areas.
A Likert-type scale was used to measure the range of
responses from Almost Never Involved to Almost Always
Involved.
A cover letter describing the confidential nature of the
research was mailed along with the survey instrument and a
postcard.

Examples of each are found in Appendix A.

The

survey was returned anonymously to the Department of
Educational Leadership, Counseling, and Postsecondary
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Education at the University of Northern Iowa, and the
postcard was sent directly to the researcher's home address.
The second mailing was generated by identifying respondents
who did not return the postcard.
The design of the study computed discrepancy scores for
each of the decisional areas to indicate levels of decisional
deprivation, decisional equilibrium, or decisional
saturation.

Discriminate analysis v»as used to determine the

extent to which individuals could be discriminated between
demographic categories on the basis of decisional discrepancy
levels.

All computational procedures were conducted using

subprograms of the Statistical Package for the Social
Sciences (SPSS).

Statistics utilized included descriptive

statistics such as mean, standard deviation, and
correlations.
The first section of this chapter includes a description
of the teacher sample.

In the second section, a review of

the results for each of the 14 decisional areas is presented.
Third, the impact of respondent demographics upon responses
is presented.
Sample
The 600 respondents selected randomly for the study
represented a sample of teachers from elementary and
secondary as well as rural and urban schools across the State
of Iowa.

It contained 150 rural elementary school teachers,

150 rural secondary school teachers, 150 urban elementary
teachers, and 150 urban secondary teachers.
initially mailed in October 1996.

The survey was

The first mailing produced
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approximately 300 responses.

A second mailing in early

November raised the total to 431 responses.

The final return

rate was 72.3%.
The four respondent categories were Rural Elementary,
Rural Secondary, Urban Elementary, and Urban Secondary.
Table 1 summarizes the number of responses by sample
category.

Table 1
Respondents bv Category

School Size

Elementary

Secondary

Rural

104

116

Urban

111

103

Note.

150 teachers in each category were mailed the survey.

Respondents' demographic data was generated from survey
Questions 15 through 19.

Frequencies and responses for the

categories of sex, age, educational attainment, years of
teaching experience in the present position, and years of
experience are presented in Appendix B.
Respondents to the survey, as seen in Table 46 of
Appendix B, comprised of over twice as many females as males.
Females consisted of 68.9% of the survey respondents.

Males
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consisted of only 30.4% of the survey respondents.

Similar

proportions of Iowa public teachers were reported to be male
and female (Iowa Department of Education, 1996).
Table 47 in Appendix B examines the age of the sample
respondents.

The most common age group responding to the

survey represented ages 40-49.

In total, 168 respondents,

almost 40%, indicated this category.

The second most common

age group, ages 50-59, was comprised of 113 respondents
representing 26% of the sample.
The educational attainment of the sample respondents can
be seen in Table 48 of Appendix B.

A total of 214 responses

representing almost one-half of the sample came from the
BA+15 category.

Over 30% of the respondents indicated that

they had achieved a MA, MA+15, or MA+30+.
Respondents' experience in their current teaching
position is shown in Table 49 of Appendix B.

A total of 135

respondents have been in their present teaching position 20
or more years.

This group represented 31.1% of the sample.

The second largest group has been in their current position
for 5 years or less representing 22.6% of the sample.
Table 50 in Appendix B addresses the total years of
teaching experience of the respondents in the sample.

The

most frequent category representing total years of teaching
experience was the 20+ category.

Respondents that had taught

20 or more years comprised 45.6% of the sample.

No other

category of experience exceeded 17% of the sample.
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Results
Respondents Involvement in Decision-Making
Three research questions addressed teacher involvement
in decision-making in Iowa schools.

Research questions one

and two asked respondents to indicate their actual and
desired level of participation in 14 decisional areas.
Research question three required the computation of a
discrepancy.

This discrepancy was derived by subtracting the

desired from the actual response for each respondent on each
of the 14 decisional areas.
Respondents Actual Participation in Decision-Making
This study determined the extent to which the survey
respondents participated in decision-making in their schools.
Respondents reported that they currently have a very high
level of participation in only one decisional area.

The mean

response indicated that respondents were Often to Almost
Always Involved in the selection of teaching materials.
Decisions that respondents reported high but slightly
less involvement in were curriculum development, student
progress reporting procedures, setting school
goals/vision/mission, grading policy, parent/community
relations, staff development, and discipline standards.

The

mean responses indicated that respondents were Sometimes to
Often Involved in these decisional areas.
Decisional areas where respondents indicated being
Rarely to Sometimes Involved include scheduling, facility use
during the school day, teacher assignments, and school
attendance policy.

Decisional areas that revealed the lowest
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levels of respondents' involvement include school security
policy and setting budget priorities.

The mean responses for

these decisional areas were very low and qualified for the
Almost Never to Rarely Involved categories.

Respondents

actual participation data has been provided in an easy to
read format in Table 2.

Table 2
Actual Participation of Survev Respondents in Decision-Makincr
Decisional Areas

M

SB

4.09

1.10

3.97
3.72
3.54
3.49
3.44
3.31
3.28

1.08
1.23
1.19
1.40
1.08
1.14
1.23

2.54
2.27
2.39
2.21

1.41
1.32
1.34
1.23

1.94
1.79

1.12
1.10

Often to Almost Always Involved
Teaching Materials Selection
Sometimes to Often Involved
Curriculum Development
Student Progress Reporting Procedures
Setting School Goals/Vision/Mission
Grading Policy
Parent/Community Relations
Staff Development
Discipline Standards
Rarelv to Sometimes Involved
Scheduling
Facility Use During the School Day
Teacher Assignments
School Attendance Policy
Almost Never to Rarely Be Involved
School Security Policy
Setting Budget Priorities
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Respondents appeared to be most involved in decisions
that directly impact the act of teaching.

Decisional areas

such as teaching materials selection, curriculum development,
student progress reporting procedures, grading policy, and
discipline standards each received a mean sufficient to
indicate that respondents were Sometimes to Almost Always
Involved in these decisions.

Only three decisional areas

that are managerial in nature and impact the entire school
received a similar response.

They were setting school

goals/vision/mission, parent/community relations, and staff
development.
The respondents reported having less involvement in
decisions which directly impact the entire school setting.
Scheduling, facility use during the school day, teacher
assignments, school attendance policy, school security
policy, and setting budget priorities aptly fit this
description.

Respondents reported that they were Rarely to

Sometimes Involved in scheduling, facility use during the
school day, teacher assignments, and school attendance
policy.

Respondents were Almost Never to Rarely Involved in

decisions about school security policy and setting budget
priorities.
Desired Participation in Decision-Making
This study also determined the extent to which the
respondents desired to participate in the 14 decisional
areas.

Each mean for the desired response was greater than

the mean representing actual levels of participation.
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respondents desired more involvement than they already had in
each of the 14 decisional areas.
The selection of teaching materials again received the
greatest mean response of the 14 decisional areas.
Respondents desired to be Often to Almost Always Involved in
this decisional area.

The desired mean of 4.56 indicates

that respondents strongly desired to be even more involved in
the selection of teaching materials.
Five other decisional areas were desired to be in the
Often to Almost Always Involved category.

The means for

student progress reporting piocedures, curriculum
development, grading policy, and discipline standards
increased sufficiently so that they moved up one category of
involvement.

Scheduling received special emphasis by moving

up two categories of involvement.
Decisions in which respondents desired to be Sometimes
to Often Involved include setting the school
goals/vision/mission, parent/community relations, staff
development, teacher assignments, setting budget priorities,
school attendance policy, and facility use during the school
day.

The three decisional areas of setting the school

goals/vision/mission, parent/community relations, and staff
development received slightly higher desired responses when
compared to actual respondent involvement, but did not change
categories of involvement.
Teacher assignments, school attendance policy, and
facility use during the school day received more emphasis by
moving up one category of involvement from Rarely to
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Sometimes Involved to the Sometimes to Often Involved
category.

Setting budget priorities moved up two categories

from the Almost Never to Rarely Involved and stabilized in
the Sometimes to Often Involved category.
Respondents desired for school security policy decisions
to remain at a low level of involvement by only moving up one
category.

Respondents reported that they were Almost Never

to Rarely Involved in school security policy decisions and
desired only to be Rarely to Sometimes Involved.

Though

desired involvement was greater than actual involvement, it
was not a decisional area where respondents desired high
levels of participation.
Survey respondents desired to be involved in decisions
that appear most closely linked to instruction and their
classroom learning environments.

The selection of teaching

materials remained the decisional area where respondents
reported the highest actual level of involvement and the
highest desired levels of involvement.

Student progress

reporting procedures, curriculum development, grading policy,
and discipline standards were identified as decisional areas
in which respondents also desired to be Often to Almost
Always Involved.
Scheduling appears to be an exception.

This decisional

area more directly impacts the entire school rather than just
the classroom setting.

Respondents desired to increase their

involvement in scheduling.

This can be seen by the elevation

of the decisional area from the actual participation level of
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Rarely to Sometimes Involved to the desired level of
Sometimes to Often Involved.
Other decisions that more likely impact the entire
school such as setting the school goals/vision/mission,
parent/community relations, staff development, teacher
assignments, setting budget priorities, school attendance
policy, facility use during the school day, and school
security policy received less respondent desire than did
decisions that appear more closely related to the classroom.
Each decisional area fell into the Sometimes to Often or
Rarely to Sometimes Involved categories.

The data were

arranged to assist the reader in Table 3.
Decisional Discrepancies in Decision-Making
The design of the study included an examination of both
actual and desired levels of participation in school
decision-making.

A discrepancy level for each individual was

determined by subtracting the desired participation response
from the actual response.

The results of using this formula

revealed discrepancies with negative means indicating levels
of decisional deprivation for each of the 14 decisional
areas.

Decisional deprivation occurred when desired

participation was greater than actual participation and
respondents desired more participation than they had.
The actual and desired mean responses were compared
using t-tests for each of the 14 decisional areas.
Discrepancy differences were all significant at the p = .01
level.

The differences between actual and desired

participation of the respondents for each of the 14
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Table 3

Desired Participation of Survey Respondents in DecisionMaking
Decisional Areas

M

sn

4.56

.74

4.26
4.24
4.17
4.15
4.03

.88
.88
.95
.89
.98

3.91
3.86
3.85
3.72
3.49
3.32

.91
.91
.92
1.21
1.13
1.19

3.09

1.29

2.95

1.20

Often to Almost Alwavs Involved
Teaching Materials Selection
Student Progress Reporting
Procedures
Curriculum Development
Grading Policy
Discipline Standards
Scheduling
Sometimes to Often Involved
Setting School Goals/Vision/
Mission
Parent/Community Relations
Staff Development
Teacher Assignments
Setting Budget Priorities
School Attendance Policy
Facility Use During the
School Day
Rarelv to Sometimes be Involved
School Security Policy

decisional areas was significant.

Respondents desired

significantly more participation in all areas of decision
making.

For the convenience of the reader, Table 4 contains

the same information about actual and desired participation
rearranged from Tables 2 and 3.

In addition, the discrepancy
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Table 4

Mean Decisional Discrepancy

Deprivational
Responses

Actual
M<5E)

Desired
M(SB)

Setting Budget
Priorities

1.79
(1.10)

3.49
(1.13)

-1.71*
(1.37)

1.55

Scheduling

2.54
(1.41)

4.03
(.98)

-1.50*
(1.44)

1.06

Teacher Assignments

2 .39
(1.34)

3 .72
(1.21)

-1.33
(1.36)

.99

School Attendance
Policy

2.21
(1.23)

3.32
(1.19)

-1.11
(1.27)

.90

School Security Policy

1.94
(1.12)

2.95
(1.20)

-1.01
(1.20)

.90

Discipline Standards

3.28
(1.23)

4.15
(.89)

-.88*
(1.20)

.72

Facility Use During
the School Day

2.27
(1.32)

3.09
(1.29)

-.83*
(1.13)

.63

Grading Policy

3.49
(1.40)

4.17
(.95)

-.69*
(1.17)

.50

Staff Development

3.31
(1.14)

3 .85
(.92)

-.56*
(1.07)

.50

Student Progress
Reporting Procedures

3.72
(1.23)

4.26
(.88)

-.54
(1.01)

.44

Teaching Materials
Selection

4.09
(1.10)

4.56
(.74)

-.47
(.95)

.43

Setting School Goals/
Vision/Mission

3 .54
(1.19)

3.91
(.91)

-.38*
(.94)

.41

Parent/Community
Relations

3.44
(1.08)

3.86
(.91)

-.42
(.86)

.39

Curriculum Development

3.97
(1.08)

4.24
(.88)

-.28*
(.91)

.25

Discrepancy Effect
M(£D)
Size

Note. *Rounding error.
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between actual and desired participation for each of the 14
decisional areas has been arranged in descending order.
To further understand the significance of the
discrepancies, effect size (Coehn, 1977) was computed and
reported in Table 4.

The effect size was computed using the

formula in Figure 1.

ES = M desired - M actual
SD actual
Figure 1 .

Effect size formula.

Subtracting the actual means from the desired means for
each decisional area put the emphasis on respondents' desire
for future impact and are shown in positive numerals
representing the size of the negative discrepancies.
Decisional areas with a large effect size, defined to be
greater than .8, were those with the greatest decisional
deprivation.

Setting budget priorities, scheduling, teacher

assignments, school attendance policy, and school security
policy each fell into this category.

The difference between

actual and desired responses was such that respondents
strongly desired more involvement in these decisional areas.
Four decisional areas received a medium effect size.

A

medium effect size was numerically defined between .5 to .8.
Discipline standards, facility use during the school day,
grading policy, and staff development can be described as
having differences between the actual and desired mean
responses that vary enough as to be seriously considered and
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I
noticed.

These decisional areas should be kept in relation

to decisional areas with strong and small effect sizes.
Decisional areas with small effect sizes, between .2 and
.5, consist of student progress reporting procedures,
teaching materials selection, parent/community relations,
setting school goals/vision/mission, and curriculum
development.

Small effect sizes should not be discounted but

conceived as only small differences between the actual and
desired levels of respondent participation.
Decisional Areas With A Large Amount of Deprivation
Effect sizes above .8 represent decisional areas where
respondents showed a large amount of decisional deprivation.
The decisional areas of setting budget priorities,
scheduling, teacher assignments, school attendance policy,
and school security policy will be addressed individually in
this section.

Actual participation, desired participation,

and respondent satisfaction in terms of decisional
deprivation, equilibrium, and saturation will be discussed.
Setting Budget Priorities
The respondents' actual and desired participation means
in setting budget priorities showed a large discrepancy (ES =
1.55).

Individuals responding to the questionnaire reported

the greatest amount of dissatisfaction in setting budget
priorities among the 14 decisional areas.

In Table 5, 75.3%

of the responses resulted in negative decisional
I
I

discrepancies.

This percentage represents the sum of all

percentages of respondents with negative decisional
discrepancies.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

55

Table 5
Discrepancy Pertainincr to Setting Budget Priorities

Discrepancy
4.00
2.00
1.00
•

O
o

1
to
O
O
1
OJ
o
o
-4.00
Missing

Percent
.2
.2
1.6
22.6
16.1
28.3
18.9
10.4

1
1
7
98
70
123
82
45
7

-1.00

Note.

Frequency

1.6

M = -1.71, SD = 1.37, IS = 1.55, N = 427.

Among the 14 decisional areas, the lowest percentage of
respondents, 22.6, were at decisional equilibrium in regard
to setting budget priorities.

The second lowest percentage

of respondents experienced decisional saturation.

Only 2% of

the responses, those with positive decisional discrepancies,
desired less participation than they already had.
A high percentage, 56%, of the respondents reported to
be Almost Never Involved in setting budget priorities.
Table 6.

Note

Approximately 78% indicated that they were Rarely

or Almost Never Involved.

The percentages of respondents

decreased dramatically for each category of participation
representing greater levels of participation.

Only 10.1% of
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Table 6

Responses Pertaining to Setting Budget Priorities (N = 434)

Category
Area

Almost
Never
Involved

Rarely Sometimes

Often

Almost
Always
Involved Missing

Actual
(%)

245
(56.5)

91
(21.0)

53
(12.2)

31
(7.1)

13
(3.0)

1
(0.2)

Desired
{%)

36
(8.3)

28
(6.5)

138
(31.8)

140
(32.3)

85
(19.6)

7
(1.6)

the respondents indicated current levels of Often or Almost
Always Involved.
Respondents generally desired to be at least Sometimes
Involved in setting budget priorities.

Setting budget

priorities was one of only two decisional areas with a large
effect size where the desired mean of participation increased
the equivalent of two categories from actual levels of
participation.

Actual participation was at the Almost Never

to Rarely Involved level of participation and desired
participation was in the Sometimes to Often Involved category
of participation.

Most respondents felt very strongly about

their need to participate in the decisional area of setting
budget priorities and desired to be more involved in those
decisions.
Scheduling
Survey responses showed that the decisional area of
scheduling had a large discrepancy between actual and desired
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participation (ES = 1.06).

Scheduling received the second

greatest level of respondent deprivation among the 14
decisional areas.

Over 66% of the respondents desired more

involvement in scheduling than they already had.

This

percentage represents the sum of all percentages of
respondents with negative decisional discrepancies.
Scheduling received the second lowest percentage, 29%, among
the 14 decisional areas of respondents at decisional
equilibrium.

Only 3.2% of the respondents, those with

positive decisional discrepancies, were saturated and desired
less involvement.

See Table 7.

Table 7
Discrepancy Pertaining to Scheduling

Discrepancy
3.00
2.00
1.00
.00
-1.00
-2.00
-3.00
O
o

I

Missing
Note.

Frequency
1
2
11
126
75
105
58
50
6

Percent
.2
.5
2.5
29.0
17.3
24.2
13.4
11.5
1.4

M = -1.50. SD = 1.44, ES = 1.06, N = 428.
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Most respondents showed low levels of actual
participation in scheduling while few reported high levels of
participation.

Actual involvement by 52.6% of the

respondents was reported to occur at the Rarely or Almost
Never Involved levels.

Few, 6%, of respondents desired

participation at those levels.

Only 28.4% of the respondents

indicated that they were Often or Almost Always Involved.
Most respondents desired to be highly involved in
scheduling.

Many respondents, 37.3%, desired to be Almost

Always Involved.

Almost 75% desired to be Often or Almost

Always Involved. See Table 8.

Table 8
Responses Pertaining to Scheduling IN = 434)

Category
Area

Almost
Never
Involved

Rarely Sometimes

Often

Almost
Always
Involved Missing

Actual
(%)

147
(33.9)

81
(18.7)

83
(19.1)

71
(16.4)

52
(12.0)

0
(0.0)

Desired
(%)

12
(2.8)

14
(3.2)

84
(19.4)

156
(35.9)

162
(37.3)

6
(1.4)

Teacher Assignments
Actual and desired participation of those who answered
the survey varied to a large extent (ES - .99) with regard to
teacher assignments.

The decisional deprivation level was
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the third greatest among all 14 of the decisional areas.

As

could be seen by finding the sum of all percentages of
respondents with negative decisional discrepancies, 61% of
the respondents were found to be in decisional deprivation.
See Table 9.

Only 34.6% of the respondents indicated that

they already had the level of participation that they desired
and were in decisional equilibrium.

This was the third

lowest percentage of respondents reporting decisional
equilibrium among the 14 decisional areas.

Teacher

assignments received the lowest percentage, 1.9%, of
respondents reporting decisional saturation among the 14
decisional areas.

This percentage represents the sum of all

percentages of respondents with positive decisional
discrepancies.

Table 9
Discrepancy Pertaining to Teacher Assignments

Discrepancy
2.00
1.00
.00
-1.00
-2.00
-3.00
-4.00
Missing
Note.

Frequency

Percent

3
5
150
82
94
54
35
11

.7
1.2
34.6
18.9
21.7
12.4
8.1
2.5

M = -1.33. SB = 1.36, ES = .99, N = 423.
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Only 23.1% of the respondents indicated that they Often
or Almost Always participated in decisions about teacher
assignments.

As the level of participation decreased, the

frequency of respondents increased for each category of
participation.

Over half, 56.4%, of the respondents

indicated that they were Rarely or Almost Never Involved in
making decisions about teacher assignments.
Approximately 62% of the individuals surveyed indicated
their desire to be Often or Almost Always Involved in teacher
assignment decisions.

See Table 10.

Respondents felt they

were generally not involved in decisions regarding teacher
assignments.

Table 10
Responses Pertaining to Teacher Assignments (N = 43 41

Category
Area

Almost
Never
Involved

Rarely Sometimes

Often

Almost
Always
Involved Missing

Actual
(%)

158
(36.4)

87
(20.0)

85
(19.6)

61
(14.1)

39
(9.0)

4
(0.9)

Desired
(%)

38
(8.8)

21
(4.8)

97
(22.4)

136
(31.3)

133
(30.6)

9
(2.1)

School Attendance Policy
The respondents' actual and desired participation means
in decisions about school attendance policy showed a large
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discrepancy (ES = .90).

Responses indicated that the level

of decisional deprivation for school attendance policy
decisions was the fourth greatest among the 14 decisional
areas.

See Table 4.

Over one-half, 58.3%, of the

respondents showed levels of decisional deprivation.

This

percentage represents the sum of all percentages of
respondents with negative decisional discrepancies.

Only

35.5% of the respondents reported satisfaction with their
current level of participation and were at decisional
equilibrium.

See Table 11.

This was the fourth lowest

percentage of respondents reporting decisional equilibrium
among the 14 decisional areas.

Table 11
Discrepancy Pertaining to School Attendance Policy

Discrepancy

1
to
o
o

2.00
1.00
.00
-1.00
-3.00
-4.00
Missing
Note.

Frequency

Percent

4
16
154
89
101
45
18
7

.9
3.7
35.5
20.5
23.3
10.4
4.1
1.6

M = -1.11. SD = 1.27, E£ = .90, N = 427.
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Sixty-two percent of the individuals surveyed reported
that they were Rarely to Almost Never Involved in decisions
regarding school attendance policy.

A majority, 84.1%,

reported Sometimes, Rarely, or Almost Never Involved, and
only 15.9% reported being Often or Almost Always Involved.
See Table 12.

Table 12
Responses Pertaining to School Attendance Policy (N = 434)

Category
Area

Almost
Never
Involved

Rarely Sometimes

Often

Almost
Always
Involved Missing

Actual
(%)

170
(39.2)

99
(22.8)

96
(22.1)

43
(9.9)

26
(6.0)

0
(0.0)

Desired
(%)

43
(9.9)

48
(11.1)

143
(32.9)

116
(26.7)

77
(17.7)

7
(1.6)

Over three-quarters, 77.3%, of the respondents desired
to be Sometimes, Often, or Almost Always Involved in
decisions regarding student attendance policy.

The modal

response was to be Sometimes Involved with progressively
fewer individuals desiring each of the two higher levels of
involvement.

The majority of those who responded to the

survey were decisionally deprived and strongly desired more
participation at a higher level.
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School Security Policy
A large discrepancy (ES = .90) was observed between
actual and desired participation of individuals who responded
to the decisional area of school security policy.

In a

normally distributed manner, most respondents, 57.3%,
conveyed that they Sometimes or Often participated in school
security policy decisions.

Individuals' desired to

participate in school security policy decisions in an almost
normal distribution.

The modal and mean responses indicated

that respondents were Sometimes Involved.

An unusually large

percentage of those who answered the survey, 16.6%, desired
to be Almost Never Involved in decisions regarding school
security.

See Table 13.

Table 13
Responses Pertaining to School Security Policy (N = 434)

Category
Area

Almost
Never
Involved

Rarely Sometimes

Often

Almost
Always
Involved Missing

Actual
(%)

211
(11.1)

91
(13.1)

87
(30.6)

26
(26.7)

15
(18.4)

4
(0.0)

Desired
(%)

72
(16.6)

57
(13.1)

160
(36.9)

90
(20.7)

44
(10.1)

11
(2.5)
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Over half of the individuals, 53.7%, responded in a way
that characterized them as being decisionally deprived in the
area of school security policy.

This percentage represents

the sum of of respondents with negative decisional
discrepancies.

See Table 14.

Less than 4% had more

involvement than they desired as seen by positive decisional
discrepancies and were decisionally saturated.

Respondents

who were at decisional equilibrium with their current level
of involvement consisted of 39.9% of the sample.

Some

individuals strongly wanted more involvement while others did
not agree on the ideal level of involvement.

Table 14
Discrepancy Pertaining to School Security Policy

Discrepancy

Frequency

Percent

3

.7

1 .0 0

14

.00

173

3.2
3 9 .9

-1.00

81

18.7

100

2 3 .0

43

9.9

9

2.1

11

in
O*

1
to
o
o

2 .0 0

O
o

i

-3.00

Missing
Note.

M = - 1 . 0 1 . £D = 1 . 2 0 , E£ = .90, N = 423.
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Decisional Areas With A Medium Amount of Deprivation
Decisional areas with medium effect sizes, those between
.5 and .8, represent a level of decisional deprivation that
was less than strong but substantial.

The decisional areas

of discipline standards, facility use during the school day,
grading policy, and staff development will be addressed
individually in this section.

Actual participation, desired

participation, and respondent satisfaction as seen by levels
of decisional deprivation, equilibrium, and saturation will
be addressed.
Discipline Standards
Results of the survey showed that the decisional area of
discipline standards had a medium-sized discrepancy between
actual and desired participation (ES = .72) .

The actual

participation mean and the desired participation mean varied
noticeably toward decisional deprivation.

Discipline

standards decisions were at the sixth highest level of
deprivation among the 14 decisional areas.

See Table 4.

Deprivation occurred for 50.5% of the respondents.

As can be

seen in Table 15, 50.5% represents the total percentage of
respondents with negative decisional discrepancies.

Those

individuals desired more participation than they already had
in decisions regarding discipline standards.

Few

respondents, 4.0%, showed positive decisional discrepancies.
Those individuals desired less involvement and were
decisionally saturated.
Many respondents, 45.1%, indicated that they were Often
or Almost Always Involved with decisions pertaining to
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Table 15
Discrepancy Pertaining to Discipline Standards

Frequency

Discrepancy

2
15
189
110
62
28
19
9

r
£*>
o
o

2.00
1.00
.00
-1.00
-2.00
-3.00
Missing
Note,

Percent
.5
3.5
43.5
25.3
14.3
6.5
4.4
2.1

jyt = -.88, SD = 1.20, E£ = .72, N = 425.

discipline standards.

The modal and mean responses were to

be Sometimes Involved with a relatively normal distribution.
An even greater proportion of respondents, 75.6%, desired to
be Often or Almost Always Involved in setting standards of
discipline.
Involved.

Only 3.3% desired to be Rarely or Almost Never
See Table 16.

Facility Use Purine the School Day
Decisions regarding the use of the school facility
during the school day derived a medium-si zed discrepancy
(ES = .63) between actual and desired participation means.
The variation toward decisional deprivation was notable.
Summing the percentages of respondents with negative
|

decisional discrepancies reveals that 46.2% of the
respondents were decisionally deprived and desired more
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Table 16

Responses Pertaining to Discipline Standards (N = 434)

Category
Area

Almost
Never
Involved

Rarely Sometimes

Often

Almost
Always
Involved Missing

Actual
(%)

48
(11.1)

57
(13.1)

133
(30.6)

116
(26.7)

80
(18.4)

0
(0.0)

Desired
(%)

5
(1.2)

9
(2.1)

83
(19.1)

148
(34.1)

180
(41.5)

9
(2.1)

participation.

See Table 17.

The fourth lowest percentage

of saturation among the 14 decisional areas was also
observed.

Only 3.2% of the respondents desired less

participation, as seen by positive decisional discrepancies,
than they already had and were decisionally saturated.
Almost one-third, 31.8%, of individuals responded in a
relatively normal distribution that they Sometimes desired to
be involved in decisions regarding use of the school facility
during the school day.

Only 18.9% indicated current levels

of participation of Sometimes, Often, or Almost Always
Involved and most, 40.6%, indicated that they were Almost
Never Involved in such decisions.

Respondents who were not

currently satisfied with involvement in facility use
decisions desired more occasional participation.

Note Table

18.
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Table 17

Discrepancy Pertaining to Facility Use During the School Dav

Discrepancy

Frequency

1.00
.00
-1.00
-2.00
-3.00
o
o

1

3.2
47.9
19.4
18.7
5.1
3.0
2.8

14
208
84
81
22
13
12

Missing
Note.

Percent

M = -.83, £D = 1.13, E£ = .63, M = 422.

Table 18
Responses Pertaining to Facility Use Purina the School Dav
(N = 4341

Category
Area

!
l

Almost
Never
Involved

Rarely Sometimes

Often

Almost
Always
Involved Missing

Actual
{%)

176
(40.6)

80
(18.4)

93
(21.4)

45
(10.4)

37
(8.5)

3
(0.7)

Desired
(%)

69
(15.9)

54
(12.4)

138
(31.8)

90
(20.7)

71
(16.4)

12
(2.8)

Grading Policy
Grading policy was a decisional area in which 53.9% of
the respondents surveyed desired to be Often to Almost Always
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Involved.

See Table 3.

A medium effect size between actual

and desired participation means (ES = .50) indicated that the
means between actual and desired participation varied to a
moderate degree.

The discrepancy mean of -.69 indicated

respondent deprivation, see Table 19, even though 55.1% of
the respondents indicated they were at decisional equilibrium
with their current level of participation.

Table 19
Discrepancy Pertaining to Grading Policy

Discrepancy

Frequency

Percent

4

1 .0 0

14

.00

239
68

15.7

57

13.1

24

5.5

15

3.5

13

3.0

1 i
to
o O
o O

2.00

-3.00
o
o

1

Missing
Kfote.

.9
3.2
55.1

M = - . 6 9 . SD = 1 . 1 7 , ES = -50, N = 421.

Involvement by survey respondents, both actual and
desired, was reported most frequently in the categories
representing the highest levels of participation.

A majority

75.1% of those surveyed indicated desire to be Often or
Almost Always Involved in grading policy decisions.

See
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Table 20.

Though many respondents were satisfied with their

current high levels of involvement, others who were not
satisfied desired more involvement.

Table 20
Responses Pertaining to Grading Policy (N = 434)

Category
Area

Almost
Never
Involved

Rarely Sometimes

Often

Almost
Always
Involved Missing

Actual
(%)

56
(12.9)

55
(12.7)

85
(19.6)

91
(21.0)

143
(32.9)

4
(0.9)

Desired
(%)

10
(2.3)

8
(1.8)

77
(17.7)

131
(30.2)

195
(44.9)

13
(3.0)

Staff Development
A medium sized difference {ES = .50) between actual and
desired participation means was observed for the decisional
area of staff development.

As can be seen in Table 21, by

summing the percentages of positive and negative
discrepancies, more respondents were at decisional
equilibrium than at decisional deprivation.

A high

percentage of the respondents, 8.9%, were saturated with more
participation than they desired in the decisional area of
staff development.

This was the highest level of participant

saturation among the 14 decisional areas.
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Table 21

Discrepancy Pertaining to Staff Development

Discrepancy

Frequency

4.00
2.00
1.00
.00
-1.00
-2.00
-3.00
-4.00
Missing
Note.

Percent

.2
1.8
6.9
45.6
22.8
15.9
3.2
.5
3.0

1
8
30
198
99
69
14
2
13

M = -.56. SD = 1.07, Eg. = .50, N = 421.

The majority of respondents, 76.5%, said that they were
Sometimes, Often, or Almost Always Involved in staff
development decisions. The desired modal response was to be
Often Involved.

Many respondents, 65.2%, desired to be

Sometimes or Often Involved in this decisional area, and
91.2% desired to be Sometimes, Often, or Almost Always
Involved.

Few individuals in the survey desired categories

of low involvement.
Rarely Involved.

Only 5.8% desired to be Almost Never or

See Table 22.

Of the respondents not

satisfied with their current level of involvement, most
indicated decisional deprivation and desired slightly more
participation than they already had.
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Table 22

Responses Pertaining to Staff Development (N = 434)

Category
Area

Almost
Never
Involved

Rarely Sometimes

Often

Almost
Always
Involved Missing

Actual
{%)

28
(6.5)

70
(16.1)

152
(35.0)

101
(23.3)

79
(18.2)

4
(0.2)

Desired
(%)

6
(1-4)

19
(4.4)

122
(28.1)

161
(37.1)

113
(26.0)

13
(3.0)

Decisional Areas With A Small Amount of Deprivation
Decisional areas with small effect sizes, defined as
falling between the .2 and .5 levels, will now be discussed.
These decisional areas showed a weak, but noticeable level of
decisional deprivation.

Actual participation, desired

participation, and respondent satisfaction with their current
levels of participation will be discussed for the decisional
areas of student progress reporting procedures, teaching
materials selection, setting school goals/vision/mission,
parent/community relations, and curriculum development.
Student Progress Reporting Procedures
The decisional area of student progress reporting
procedures was a decisional area in which respondents desired
and mostly enjoyed a high level of involvement.
23.

Note Table

Most of the respondents, 61.1%, reported being Often or

Almost Always Involved while 79.1% desired such a level of
involvement.

Few, only 16.6% of respondents, indicated that
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Table 23
Responses Pertaining to Student Progress Reporting Procedures
fN = 434)

Category
Area

Almost
Never
Involved

Rarely Sometimes

Often

Almost
Always
Involved Missing

Actual
{%)

30
(6.9)

42
(9.7)

95
(21.9)

115
(26.5)

150
(34.6)

2
(0.5)

Desired
(%)

6
(1.4)

6
(1.4)

67
(15.4)

137
(31.6)

206
(47.5)

12
(2.8)

they were Rarely or Almost Never Involved in such decisions.
Only 2.8% desired to be Rarely or Almost Never Involved.
A majority of the respondents, 59.2%, were found to be
satisfied with their current level of participation.

This

can be seen in Table 24 by the category of .00 decisional
discrepancy.

Student progress reporting procedures received

the third highest percentage of respondents reporting
decisional equilibrium among the 14 decisional areas.

Though

still firmly in decisional deprivation, the discrepancy
between the actual and desired means -.54 was small (ES =
.44).

It can be said of the respondents not currently

satisfied with their current level of involvement that the
majority desired greater participation.

Note Table 24.

Teaching Materials Selection
The respondents' actual and desired participation means
in decisions about teaching materials selection showed a
small discrepancy (ES = .43).

It was the decisional area
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Table 24
Discrepancy Pertaining to Student Progress Reporting

Discrepancy

Frequency
5
12
257
73
52
17
5
13

O
O

2.00
.00
-1.00
o
o
CM
1
i
£»
o
o

-3.00
Missing
Note.

Percent

M = -.54. 3D = 1.01,

1.2
2.8
59.2
16.8
12.0
3.9
1.2
3.0
= .44, N = 421.

with the greatest actual respondent participation and the
greatest desire for participation.

See Tables 2 and 3.

This

decisional area had the highest percentage of respondents,
66.1%, with a .00 decisional discrepancy level representing
decisional equilibrium among all 14 decisional areas in the
study.

A sum of 2.7% of the respondents had positive

decisional discrepancies, and a sum of only 29.6% of the
respondents had negative decisional discrepancies. See Table
25.

This was the third lowest level of decisional saturation

and the second lowest level of decisional deprivation among
all 14 decisional areas.
Actual involvement by respondents in the area of
teaching materials selection was the highest of all 14
decisional areas when considering responses in the Often to
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Table 25
Discrepancy Pertaining to Teaching Materials Selection

Discrepancy

1
to
•
o
o

i
«
O
o

4.00
1.00
.00

-3.00
-4.00
Missing
Note.

Frequency

Percent

1
11
287
65
45
12
6
7

M = -.47. SD = .95, M

.2
2.5
66.1
15.0
10.4
2.8
1.4
1.6

= .43, N = 427.

Almost Always Involved categories.

Approximately 74% of the

respondents indicated this level of involvement.

The

percentage increased to 91.3% for respondents who desired to
be Often or Almost Always Involved.

See Table 26.

Those who

were surveyed placed a high value on their ability to make
decisions regarding the selection of teaching materials.

Of

those not satisfied with their current level of
participation, the remainder desired even more involvement.
Under 3% of those who responded were decisionally saturated
and desired less.
Setting School Goals/Vision/Mission
The respondents' actual and desired participation means
i

i

in setting school goals/vision/mission showed a small

I

discrepancy (ES = .41).

In addition, the level of decisional
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Table 26
Responses Pertaining to Teaching Materials Selection
fN = 434)

Category
Area

Almost
Never
Involved

Rarely Sometimes

Often

Almost
Always
Involved Missing

Actual
(%)

20
(4.6)

17
(3.9)

73
(16.8)

117
(27.0)

207
(47.4)

0
(0.0)

Desired
(%)

5
(1.2)

4
(0.9)

22
(5.1)

114
(26.3)

282
(65.0)

7
(1.6)

deprivation, as seen by comparing actual and desired means,
was the 13th smallest out of the 14 studied.

As seen by the

.00 decisional discrepancy level, 58.5% of the respondents
were satisfied with their current level of participation.

As

seen by totaling the sum percentage of respondents reporting
positive decisional discrepancies, 8.9% of the respondents
were decisionally saturated and desired less participation in
this decisional area.

See Table 27.

This was the second

highest percentage of saturation among the 14 decisional
areas.
The most common response representing actual respondent
involvement occurred at the Sometimes, Often, or Almost
Always Involved levels.
of the responses.

These categories represented 82.7%

At 39.4%, the most frequently desired

response was to be Often Involved.

A majority, 92.8% of the

respondents desired to be Sometimes, Often, or Almost Always
Involved while less than 5% desired Rare or Almost Never
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Involved in setting school goals/vision/mission.

See Table

28.

Table 27
Discreoancv Pertainina to Settincr School Goals/Vision/Mission

Discrepancy

Frequency
4
34
254
77
42
10
3
10

I
to
o
o

2.00
1.00
.00
-1.00
-3.00
-4.00
Missirg
Note.

Percent
.9
7.8
58.5
17.7
9.7
2.3
.7
2.3

M = -.38. SD = .94, ES = .41, N = 424.

Table 28
Resoonses Pertainina to Settina School Goals/Vision/Mission
(N = 434}

Category
Area

Almost
Never
Involved

Rarely Sometimes

Often

Almost
Always
Involved Missing

Actual
(%)

35
(8.1)

39
(9.0)

122
(28.1)

131
(30.2)

106
(24.4)

1
(0.2)

Desired
{%)

8
(1.8)

13
(3.0)

110
(25.3)

171
(39.4)

122
(28.1)

10
(2.3)

i
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Parent and Community Relations
Survey responses showed that the decisional area of
parent and community relations had a small discrepancy
between actual and desired participation (ES = .39).

Though

the discrepancy mean indicated decisional deprivation, 56.7%
of the respondents had a decisional discrepancy level of .00
and were satisfied with their current level of participation.
See Table 29.

Parent and community relations received the

fourth highest percentage of respondents who were
decisionally saturated among the 14 decisional areas.
Totaling the percentage of respondents with positive
decisional discrepancies revealed that the desired level of
participation exceeded the actual level of participation for
6.1% of the respondents.

Table 29
Discrepancy Pertaining to Parent/Community Relations

Discrepancy

i
to
o
o

3.00
2.00
1.00
.00
-1.00
-3.00
Missing
Note.

Frequency
1
5
18
246
99
44
7
14

Percent
.2
1.2
4.1
56.7
22.8
10.1
1.6
3.2

M = -.42. SD = .86, ES = .39, N = 420.
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Most respondents, 82.5%, indicated that they were
already Sometimes, Often, or Almost Always Involved in parent
and community relations decisions, while 93% desired to be
Sometimes, Often, or Almost Always Involved.
response was to be Often Involved.

The preferred

Very few respondents,

3.9%, desired to be Rarely or Almost Never Involved.
Table 30.

See

Of those who were not satisfied with their current

involvement, the majority desired to be Often Involved.

Table 30
Responses Pertaining to Parent and Community Relations
(N = 434)

Category
Area

Almost
Never
Involved

Rarely Sometimes

Often

Almost
Always
Involved Missing

Actual
(%)

18
(4.1)

54
(12.4)

164
(37.8)

107
(24.7)

87
(20.0)

4
(0.9)

Desired
(%)

7
(1.6)

10
(2.3)

133
(30.6)

155
(35.7)

116
(26.7)

13
(3.0)

Curriculum Development
The smallest discrepancy between actual and desired
levels of respondent participation (ES = .25) was computed
for the decisional area of curriculum development.

Most

respondents, 66.1%, replied that they were satisfied with
their current level of participation.

This was the highest

percentage of respondents reporting decisional equilibrium
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among the 14 decisional areas.

Note the percentage of

individuals with a .00 decisional discrepancy in Table 31.
The 24.7% of respondents reporting levels of decisional
deprivation ranked the lowest, 14 out of 14, among the
decisional areas.

This percentage represents the sum of all

percentages of respondents with negative decisional
discrepancies.

The level of respondent decisional

saturation, as seen by the sum of all percentages of
respondents with positive decisional discrepancies, was the
third largest among the decisional areas at 6.7% of the
respondents.

Table 31
Discrepancy Pertainina to Curriculum Development

Frequency

Percent

4 .0 0
3 .0 0

2

.5

1

.2

2 .0 0

7

1.6

1 .00

19

4.4

.00

287

6 6 .1

-1.00

65

15.0

i
to
o
o

Discrepancy

32

7.4

8

1 .8

O
0

2

.5

Missing

11

2.5

-3.00
1

Note.

M = -.28.

SD = .91 , E£ = .25, N = 423.
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Actual and desired levels of participation were both
high for the decisional area of curriculum development.
Table 32.

See

A majority 70.2% of the respondents said they were

Often or Almost Always Involved in curriculum decisions.
This was the second highest response of the 14 decisional
areas using this measure.

Almost 80% of the respondents

desired such a high level of participation.

Less than 10% of

the respondents indicated actual levels of participation at
the Almost Never or Rarely Involved decisional categories.
The desired levels of participation at the Almost Never
Involved and the Rarely Involved categories were less than 3%
of the respondents.

Table 32
Responses Pertaining to Curriculum Development (N = 434)

Category
Area

Almost
Never
Involved

Rarely Sometimes

Often

Almost
Always
Involved Missing

Actual
(%)

17
(3.9)

24
(5.5)

87
(20.0)

133
(30.6)

172
(39.6)

1
(0.2)

Desired
{%)

8
(1.8)

3
(0.7)

68
(15.7)

145
(33.4)

199
(45.9)

11
(2.5)

Identified Relationships
Research question four asked about the demographic
makeup of the respondents in the sample.

The question asked:
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What are the relationships, if any, between the levels of
discrepancy among the 14 types of decisions and the
demographic characteristics?
Seven independent discriminant analysis were used to
indicate relationships, if any, that existed between each of
the seven demographic categories and the discrepancies
between the actual and desired responses for the 14
decisional areas in the study.

The dependent variables in

the analysis were the demographic categories and the
independent variables consisted of the decisional
discrepancies.

For this research, an alpha value of .05 was

used to determine significance.
The size of community e = -20, and respondents' gender
E = .14, age e = -60, and total teaching experience e = -33
did not prove to be significant factors by which individual
discrepancy responses could be identified.

Significant

factors by which discrepancy scores could be identified were
the grade span of the school in which the respondent taught
{elementary or secondary) e = •°1» the educational attainment
of the respondent e = •03, and respondents1 experience in
their present position e = *01.
Elementary and Secondary
Elementary and secondary school respondents replied to
the 14 decisional areas in a way that discriminated them from
one another at the e = -05 level.

The results of the

stepwise procedure produced a Wilks' Lambda of .88 (df = 14)
significant at the .001 level.
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The discriminant function, revealed four variables that
were significant.

The variables were the discrepancies from

questions about teaching materials selection, setting budget
priorities, discipline standards, and student progress
reporting procedures.

Table 33 shows the variables ordered

by size of correlation with the function.

Elementary and

secondary responses varied significantly based upon the
correlations for these decisional areas.

Table 33
School. Elementarv or Secondary, and the Discreoancv Between
the 14 Decisional Areas
Decisional Areas

Function

Teaching Materials Selection

.67

Setting Budget Priorities

.62

Discipline -Standards
Student Progress Reporting Procedures

-.55
.50

The group means for elementary and secondary respondents
were assessed using nine independent t-tests on the actual,
desired, and the discrepancy between the actual and desired
responses based upon student progress reporting, setting
budget priorities, and discipline standards.

No significant
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differences were detected when tested in this way.
Elementary and secondary responses for these decisional areas
could not be discriminated for these individual decisions.
Teaching materials selection.

The difference between

the elementary and secondary discrepancy means for teaching
materials selection was significantly different Ct(425) =
37.72, g < .01).

Responses from individuals in secondary

schools indicated significantly less decisional deprivation
than elementary responses.

Note Table 34.

The difference

between elementary mean and secondary mean responses was a
significant -.36.

This was a medium (ES = .77) difference.

No significant differences were detected between elementary
and secondary actual or desired mean responses when using ttests.

Table 34
Discrepancy Means Table for Decisions Regarding Teaching
Materials Selection for the Categories of Gradespan of
School. Elementarv or Secondary

Gradespan

M

sn

N

Elementary

-.65

1.09

210

Secondary

-.29

.74

217

Total

-.47

.95

427
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Educational Attainment
Individuals who have reached varying degrees of
educational attainment responded to the 14 decisional areas
in a way that also discriminated them from one another.

The

results of the stepwise procedure produced a Wilks' Lambda of
.82 {df = 56) significant at the .05 level.
The discriminant function revealed five decisional
variables that were significant.

The variables were the

discrepancies from questions about school security policy,
setting school goals/vision/mission, grading policy,
attendance policy, and facility use.

Table 35 shows the

variables ordered by size of correlation with the function.
Respondents replied significantly different to the survey
based upon the correlations for these decisional areas.

Table 35
Canonical Discriminant Correlation Variables for ResDondent
Educational Attainment and the Discreriancv Between the 14
Decisional Areas

Decisional Areas

School Security Policy

Function

-.75

Attendance Policy

.58

Setting School Goals/
Vision/Mission

.50

Grading Policy

.46

Facility Use During the School Day

.46
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To determine if the actual levels of participation,
desired levels of participation, or the discrepancy between
actual and desired levels of participation in decisions
regarding school security policy, attendance policy, grading
policy, and facility use during the school day varied
significantly, 12 independent one-way ANOVAs were conducted
based upon individuals' educational attainment.

No

significant differences were detected when tested in this
way.

Responses to these decisional areas could not be

independently discriminated based upon the educational level
of the respondent.
School goals/vision/mission.

The decisional area of

setting school goals/vision/mission produced significant
results (F(4,4i6) = 3.98, p < .01) utilizing a one-way ANOVA
on the discrepancy means.

Respondents with varying levels of

educational attainment significantly varied with regard to
decisions about the setting of their school
goals/vision/mission.

Individuals who responded with higher

educational attainment tended to experience less deprivation
than did individuals with less education.

Those with a BA

had the greatest level of deprivation with a mean of -.76.
The highest and lowest means varied by a medium sized
discrepancy (ES = .64) of -.6.

The lowest level of

deprivation was shown by the MA+30+ category.
mean was -.16.

This group's

Data can be seen on Table 36.

To determine if there were significant differences
between educational attainment categories for actual levels
of participation and desired levels of participation for
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Table 36
Discrepancy Mpans Table for Decisions Regarding Setting
School Goals/Vision/Mission for the Categories of Educational
Attainment

Educational
Attainment

M

sn

N

BA

-.76

1.17

70

BA+15

-.35

.90

206

MA

-.22

.72

59

MA+15

-.40

a\
00

48

MA+30+

-.16

.92

38

Total

-.38

.94

421

setting school goals/mission/vision, one-way ANOVA's were
again conducted.

Respondents among the five educational

attainment categories varied significantly (F{4#425) = 2.65,
p < .05) in the amount of actual participation in setting
school goals/mission/vision.

Respondents with a BA had the

greatest level of decisional deprivation at -.76 while those
with a MA30+ were at the smallest level of deprivation at
-. 16.

This was a medium sized difference between the

decisional discrepancy means (ES = .50).

Individuals with

higher educational attainment report greater actual
involvement in decisions regarding setting the school
goals/vision/mission than djd individuals with a minimum BA.
See Table 37.

Respondents among the five educational
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Table 37
Means Table for Actual Levels of Participation in Decisions
Regarding Setting School Goals/Vision/Mission for the
Categories of Educational Attainment
Educational
Attainment

M

SD

N

BA

3.20

1.34

71

BA+15

3.57

1.13

214

MA

3.78

1.13

59

MA+15

3.44

1.24

48

MA+3 On-

3.79

1.12

38

Total

3.54

1.19

430

attainment categories did not vary signif icantly in the
amount of desired participation for the same decisional area.
Experience in Present Position
Respondents with varying years of experience in their
present position replied to the 14 decisional areas in a way
that discriminated them from one another at the p = .01
level.

The results of the stepwise procedure produced a

Wilks' Lambda of .80 (df = 56).
The discriminant function revealed five significant
variables.

The variables were the discrepancies from

questions about discipline standards, setting attendance
policy, setting school goals/vision/mission, grading policy,
and teaching materials selection.

Table 38 shows the
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Table 38

Canonical Discriminant Correlation Variables for Respondent
Experience in Present Position and the Discrepancy Between
the 14 Decisional Areas

Decisional Areas

Function

Discipline Standards

-.72

Attendance Policy

.58

Setting School Goals/
Vision/Mission

.42

Grading Policy

.42

Teaching Materials Selection

.40

variables ordered by size of correlation with the function.
Respondents replied significantly different to the survey
based upon the correlations for these decisional areas.
To determine if the actual participation means, desired
participation means, and the discrepancy means among the five
categories of experience in respondents' present position
significantly varied with regard to discipline standards and
attendance policy, six one-way ANOVAs were independently
conducted.

No significant differences were detected when

assessed in this way.

Responses to these decisional areas

could not be independently discriminated based upon years of
teaching experience in the same position.
School aoals/vision/mission.

Significant differences

(F(4,416) - 2.40, p < .05) in discrepancy means based upon
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decisions regarding setting school goals/vision/mission
detected among the five categories of experience in present
teaching position are shown in Table 39.

Groups of

respondents representing 10 years or less of teaching
experience indicated higher levels of deprivation than
respondents with more teaching experience.

Individuals with

20 or more years tenure in their present position experienced
notably less deprivation than any of their lesser experienced
peers with a mean discrepancy of .23.

This was a small

difference (ES = .33) between discrepancy means representing
the differing levels of experience in respondents present
teaching positions.

Table 39

Years of
Experience
in Present
Position

M

SB

5 or less

-.54

1.06

97

6-10

-.55

1.07

86

11-15

i
to
00

vo
o

Discrepancy Means Table for Decisions Regarding Setting
School Goals/Vision/Mission for the Categories of Experience
in Present Teaching Position

61

16-19

-.31

.73

45

20 or more

-.23

«-<
00

132

Total

-.38

.94

421

N
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One-way ANOVAs were conducted to determine if
respondents actually showed and/or desired differing levels
of participation in the decisional area of setting of school
goals/vision/mission.

No significant differences between

respondents' actual levels of participation or desired levels
were detected.
Teaching materials selection. As the respondents
gained experience in their present position, they perceived
significantly greater (F(4 ,4 1 9 ) = 2.68, p < .05) levels of
influence over decisions regarding the selection of teaching
materials.

See Table 40.

The data on the table indicate the

means for each category of experience. The data was not
linear, however, respondents with 11-15 years in their
present position had the highest level of deprivation with a
mean of -.72.

The lowest level of deprivation was shown by

the most experienced respondents with 20 or more years in
their present position.

This mean was -.29.

A one-way ANOVA determined that significant differences
in actual respondent participation exist for decisions about
teaching materials selection (F(4,426) = 5.18, p < .001).

As

respondents gained experience in their present position, see
Table 41, they indicate slightly greater levels of
participation in a fashion that was not linear.

The highest

levels of participation were seen in the categories
representing 16 or more years of experience in the present
teaching position.
To determine if the desired participation among the five
categories of experience in respondents present position
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Table 40

Discrepancy Means Table for Decisions Regarding Teaching
Materials Selection for the Categories of Experience in
Present Teaching Position

Years of
Experience in
Present Position

M

52

N

5 or less

-.57

1.06

98

6-10

-.49

1.10

87

11-15

-.72

1.10

61

16-19

-.42

.78

45

20 or more

-.29

.68

133

Total

-.47

.95

424

Table 41
Actual Participation Means Table for Decisions Regarding
Teaching Materials Selection for the Categories of Experience
in Present Teaching Position
Years of
Experience in
Present Position

52

N

5 or less

3.71

1.20

98

6-10

4.17

1.14

89

11-15

3.95

1.20

64

16-19

4.24

.96

45

20 or more

4.33

.91

135

Total

4.09

1.10

431
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varied significantly for decisions about teaching materials
selection, a one-way ANOVA was conducted.

Results were

significant (F(4 #4 ig) = 4.52, p < .001).

As respondents

gained tenure beyond five years, they tended to increase and
remain relatively stable in their levels of desired
participation in selection of materials.

See Table 42.

Table 42
Desired Participation Means Table for Decisions Regarding
Teaching Materials Selection for the Categories of Experience
in Present Teaching Position

M

SQ

M

5 or less

4.29

CO

Years of
Experience in
Present Position

98

6-10

4.66

.73

87

11-15

4.66

.68

61

16-19

4.67

.67

45

20 or more

4.61

.65

133

Total

4.56

.74

424

Grading policy. Respondents who attained experience
beyond 10 years in their present teaching position tended to
perceive significantly less (F(4,413) =2.92, p < .05)
deprivation with grading policy decisions.

The data in
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Table 43 indicate the greatest level of deprivation for
respondents with 6-10 years of experience in their present
position.

Table 43
Discrepancy Means Table for Decisions Regarding Grading
Policy for the Categories of Experience in Present Teaching
Position

Years of
Experience in
Present Position

M

SO.

N

5 or less

- .74

1.18

98

6-10

-1.00

1.33

87

11-15

- .52

1.98

58

16-19

- .80

.28

45

20 or more

- .50

.04

130

Total

- .70

.17

418

A one-way ANOVA determined that significant differences
in actual respondent participation existed for decisions
about grading policy (F(4,422) = 5.42, p < .001).

As

respondents gained experience in their present teaching
position, see Table 44, they indicated greater levels of
participation.

The lowest levels of involvement were

observed for the first two categories representing 10 or less
years in the same teaching position.

The highest levels of

\
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involvement were seen in the last three categories
representing 11 or more years in the same teaching position.

Table 44
Actual Participation Means Table for Decisions Regarding
Grading Policy for the Categories of Experience in Present
Teaching Position

Years of
Experience in
Present Position

M

S3

N

5 or less

3.11

1.42

98

6-10

3.22

1.49

89

11-15

3.87

1.26

62

16-19

3.42

1.42

45

20 or more

3.78

1.28

133

Total

3.49

1.40

427

To determine if respondents desired significantly
differing levels of participation among the five categories
of experience in their present position, a one-way ANOVA was
conducted.

Differences in group means were found to be

significant (F{4 #4 i3 ) = 3.77, p < .05).

The lowest level of

desired involvement was seen by the respondents who were in
their first five years of teaching.

Higher levels of desired
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involvement occurred for the remainder of the categories of
experience.

See Table 45.

Table 45
Desired Participation Means Table for Decisions Regarding
Grading Policy for the Categories of Experience in Present
Teaching Position

Years of
Experience in
Present Position

M

SD

N

5 or less

3.86

.96

98

6-10

4.24

1.02

87

11-15

4.36

.89

58

16-19

4.22

.93

45

20 or more

4.26

.89

130

Total

4.17

.95

418
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CHAPTER V
SUMMARY, DISCUSSION, CONCLUSIONS, AND RECOMMENDATIONS
The purpose of this study was to look at shared
decision-making in the State of Iowa.

Specifically,

attention was given to the desire of teachers to be involved
in strategic managerial issues that have been the traditional
purview of administration.

These are the issues that hold

the greatest promise for the improvement of education.

The

four research questions which sought to answer the research
problem were:
1.

To what degree do Iowa's teachers participate in

dec is ion-making?
2.

To what degree do Iowa's teachers desire to be

involved in decision-making?
3.

What are the degrees of discrepancy between the

actual and desired levels of teacher participation for each
of the 14 strategic/managerial decisional areas?
4.

What are the relationships, if any, between the

levels of discrepancy among the 14 types of decisions and the
demographic characteristics?
The study used a random sample of 600 public school
teachers from across Iowa.

All teachers v;ere asked to

respond to the survey instrument which was self developed by
the author.

The returned responses totaled 72.3%.

The data analysis for this study was conducted using
statistical tests evaluated at an alpha value no greater than
the p = .05 level of significance.

Actual, desired, and

discrepancy levels of participation were analyzed on a per
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respondent basis.

Descriptive statistics were generated from

the three types of information that provided frequency, mean,
percent, and standard deviation data.

Relationships between

the discrepancies and the demographic data were tested using
discriminant analysis.

When such relationships were

detected, t and F tests means were analyzed.
Summary
Teacher responses to their actual and desired levels of
participation in the 14 decisional areas all indicated unique
levels of involvement.

For each decisional area, the actual

mean response was lower than the desired mean response.
Because teachers desire more participation than they already
had, a state of decisional deprivation existed for each.
Question 1. To what degree do Iowa's teachers participate in
decision-makincr?
Teacher participation in school decision-making in Iowa
was reported to be greatest for decisional areas which more
closely center around their daily responsibility in the
classroom.

Such decisional areas included: selection of

teaching materials, curriculum development, student progress
reporting procedures, grading policy, and discipline
standards.
The selection of teaching materials, curriculum
development, and student progress reporting procedures were
the top three responses for actual teacher involvement of the
14 decisional areas measured.

Teachers reported the maximum

level of involvement, Often to Almost Always Involved, in the
selection of teaching materials.

Teachers reported to be
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Sometimes to Often Involved in decisions regarding curriculum
development, student progress reporting procedures, grading
policy, and discipline standards.
Decisions that generally impact the whole of the school
organization were identified as having less teacher
involvement.

Teachers were Almost Never to Rarely Involved

in setting budget priorities and in school security policy.
Teachers were Rarely to Sometimes Involved in decisions about
school attendance policy, teacher assignments, facility use
during the school day, and scheduling.
Only three decisional areas that tend to impact the
entire organization appeared in the Sometimes to Often
Involved category of participation.

Setting school

goals/vision/mission, parent/community relations, and staff
development ranked fourth, sixth, and seventh respectively
among the 14 decisional areas.
Teachers were generally less involved in decisions that
are more deeply organizational in nature and impact the
entire organization.

High levels of teacher involvement can

be seen in decisional areas that more closely center around
the classroom needs in which they teach.

Organizational

decisions that teachers reported the least involvement in
mostly center around the use of limited resources and the
setting of school policy.
Question 2. To what degree do Iowa's teachers desire to
participate in decision-making?
Teachers desire to participate in all but one of the 14
decisional areas at a level beyond being Sometimes Involved.
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Though their desire to be involved in school security policy
decisions were at the Rarely to Sometimes level, all of the
other decisional areas were reported to be at the Sometimes
to Often Involved or the Often to Almost Always Involved
levels.

The teachers of Iowa plainly desired to help lead

their schools.
The highest level of desired involvement was observed in
decisional areas that most directly impact the daily act of
teaching in the classroom.

The selection of teaching

materials, student progress reporting procedures, curriculum
development, grading policy, and discipline standards
comprise the top five of the 14 total decisional responses.
Only scheduling, which attracted a similar level of teacher
desire to impact, more clearly influences the entire
organization in a global way.
The decisional areas that clearly impact the entire
organization attracted slightly less teacher desire.

Setting

school goals/vision/mission, parent/community relations,
staff development, teacher assignments, setting budget
priorities, school attendance policy, and facility use during
the school day appeared in the Sometimes to Often involvement
category.
Question 3. What are the degrees of discrepancy between the
actual and desired levels of teacher participation for each
of the 14 strategic/managerial decisional areas?
Discrepancy scores were computed for each of the
decisional areas to indicate levels of decisional
deprivation, decisional equilibrium, or decisional saturation
for each.

Decisional deprivation is defined as having less
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involvement in decisions than desired, decisional equilibrium
is defined as having the same amount of involvement in
decisions as desired, and decisional saturation is defined as
having more involvement in decisions than is desired.
Three decisional areas, each regarding the use of
limited resources, reflected the greatest levels of teacher
decisional deprivation.

The effect sizes were large

signifying the strength of the deprivation reported.

Setting

budget priorities, the scheduling of teacher and student
time, and teacher assignments showed the three highest levels
of teacher deprivation.
Teachers desire to be Sometimes to Often Involved in
budgetary decisions and in the assignments of teachers.
Currently, teachers report Almost Never to Rarely being
involved in budgetary decisions and only Rarely to Sometimes
Involved in teacher assignment decisions.

Teachers, who

reported being Rarely to Sometimes Involved in scheduling,
strongly desire to be Often to Almost Always Involved.
Two school policy decisions with large effect sizes
experienced rankings of four and five with regard to the
greatest levels of teacher decisional deprivation.

Teachers

reported a large amount of deprivation in the setting of
school attendance and school security policies.

Teachers

reported that they were Rarely to Sometimes Involved in
attendance policy decisions but strongly desired to be
;

Sometimes to Often Involved.

Teachers felt a need to

increase their participation in decisions about school
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security policy from being Almost Never Involved to the
Rarely to Sometimes level of involvement.
Teachers reported greater overall satisfaction with
their level of involvement in classroom issues than they did
with school issues of limited resources or policy.

Issues

most closely related to the classroom had lower levels of
teacher decisional deprivation and small or medium effect
sizes defining the discrepancy.

These decisional areas were

curriculum development, the selection of teaching materials,
student progress reporting procedures, grading, and
discipline.
Iowa teacher involvement in three decisional areas that
impact the entire organization appeared to contradict the
differentiation between school and classroom needs.

Staff

development, setting the school goals/vision/mission, and
parent/community relations each had decisional discrepancies
lower them other issues that impact the entire school
organization.
Decisions in which teachers desired to be involved that
greatly exceed their actual level of participation are
decisional areas that more closely impact the entire
organization.

These decisions include: budget, scheduling,

teacher assignments, attendance policy, school security
policy, and facility use during the school day.
Question 4. What are the relationships, if any, between the
levels of discrepancy among the 14 types of decisions
and the demographic characteristics?
Demographics describing the size of community and
respondents' gender, age, and total teaching experience did
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not prove to be significant factors by which decisional
discrepancy responses could be identified.

Demographic

factors by which discrepancies could be identified were the
grade span of the school in which the teacher taught
(elementary or secondary), the educational attainment of the
teacher, and teachers' experience in their present position.
Elementary and secondary teacher levels of decisional
discrepancy differed significantly based upon the combination
of responses from four decisions.

The decisions that helped

to separate the groups were teaching materials selection,
discipline standards, setting budget priorities, and student
progress reporting procedures.

Elementary teachers were more

likely to exhibit higher levels of deprivation than secondary
teachers with regard to the decisional areas of teaching
materials selection, setting budget priorities, and student
progress reporting procedures.

Simultaneously, secondary

teachers were more likely than elementary teachers to be
deprived in decisions about student discipline standards.
Significant differences between elementary and secondary
teachers' levels of deprivation were observed in the
decisional area of teaching materials selection.

Although

elementary and secondary teachers had and desired similar
levels of involvement in teaching materials selection,
elementary teachers remained significantly more deprived.
Teachers reporting different levels of educational
attainment significantly varied with regard to their levels
of decisional discrepancy.

The differences were detected

when considering responses about school security policy,
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attendance policy, setting school goals/vision/mission,
grading policy, and facility use during the school day.
Teachers with lower levels of education experienced more
decisional deprivation with regard to decisions about
attendance policy, setting school goals/vision/mission,
grading policy, and facility use during the school day.

In

the only exception to this trend, teachers with a higher
level of education were more likely to be deprived in the
area of school security policy decisions.
Significantly different levels of decisional discrepancy
were found among the categories of teacher educational
attainment for responses based upon setting schools
goals/mission/vision.

Teachers, regardless of their

educational attainment, desired similar levels of involvement
in decisions about school goals/mission/vision.

Teachers

with greater educational attainment were more likely to
report significantly higher levels of actual involvement.
Therefore, teachers who advanced their education were more
likely to be satisfied with their involvement in leading
their school.
The category of teacher experience in their present
position was also a significant demographic factor.

The

levels of decisional discrepancy regarding teacher
participation in decisions about discipline standards,
grading policy, teaching materials selection, setting school
goals/vision/mission, and attendance policy served to
distinguish between the groups.

Teachers with fewer years of

experience in the same position appeared to have more
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deprivation in the decisional areas of grading policy,
teaching materials selection, setting school
goals/vision/mission, and attendance policy.

As teachers

mature in their teaching position, they tend to move toward
more satisfaction with their level of involvement.

Teacher

involvement in decisions about discipline standards was the
only exception to this pattern.

Teachers with more years of

experience in the same position were more likely to have
reported greater decisional deprivation in the area of
discipline standards than teachers with fewer years of
experience.
Teacher responses with regard to these decisional areas
showed trends of relative stability or growth in their desire
for involvement beyond the first five years of teaching.

The

more experienced categories of teachers showed significantly
higher levels of desired involvement in the decisional areas
of grading policy and teaching materials selection.

There

was no evidence that teachers with six or more years of
experience lost desire to be involved in decision-making.
Actual teacher participation remained essentially the same or
increased for teachers with greater experience.

As a result

of serving in the same teaching position over an extended
period of time, teachers tend to gain more influence, desire,
and satisfaction with involvement in many decisions.
Summary Linkages
I

This study was in agreement with previous studies in

'f

I

that teachers most often reported levels of deprivation
rather than equilibrium or saturation.

Bacharach et al.,
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I
(1986) reported from their national survey that teachers
desired to be "considerably" more involved in decision
making.

From a later study, Bacharach, Bamberger, Conley,

and Bauer (1990) found that teachers reported deprivation in
all areas of school decision-making.

Meshanko (1990), in a

study of Pennsylvania teachers, showed similar results.

The

present study found the teachers of Iowa to be
decisionally deprived for each of the 14 decisional areas
studied.
Teachers in Iowa showed the greatest deprivational
discrepancy between actual and desired levels of influence in
five areas of decision-making.

The areas were: setting

budget priorities, scheduling, teacher assignments, school
attendance policy, and school security policy.
This research also supports the findings of a study by
Mohrman et al. (1978).

Decisional areas including budget,

facility use, and personnel were found to have high levels of
deprivation, but low levels of desire.

These types of

decisions fall within Alutto and Belasco's (1972) and Mohrman
et al. managerial domain.

This domain was named for its

focus apart from the technical aspects of teaching.

In their

study, the managerial domain was found to be less desired by
teachers than was the technical domain.

Elements of the

technical domain, such as decisions for discipline and the
selection of teaching materials, were desired by Iowa
i

teachers, but with relatively low levels of decisional
deprivation.

This study indicates that Iowa teachers
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continue to have and desire influence over issues primary to
the act of teaching.
Bacharach et al. (1990) found elementary and secondary
teachers desiring influence in decisions about student
discipline and budgetary issues.

Though the setting of

budget priorities received strong levels of deprivation in
the present study, student discipline received only moderate
deprivation.

Student progress reporting procedures received

high levels of deprivation from elementary teachers, and
facilities planning received high levels of deprivation from
secondary teachers in the national study.

Both areas

received only moderate levels of deprivation as reported by
contemporary Iowa teachers.
Meshanko (1990) found the decisional areas of faculty
schedules, evaluation procedures, and faculty assignments to
indicate high levels of deprivation among teachers in
Pennsylvania.

The present study corroborated high levels of

deprivation in scheduling and teacher assignments.

The

Pennsylvania study indicated the selection of textbooks and
discipline policy generated the least difference between
actual and desired participation.

In the present study,

discipline policy received only moderate deprivation and
selection of teaching materials only slight deprivation.
Alutto and Belasco (1972) described individuals most
likely to be deprived as young and male and the group most
saturated as older females.
neither conclusion.

This present study substantiated

No differences between gender or age

categories were detected.

Alutto and Belasco also found that
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the longer a teacher had been in a school district the more
they tended to move toward saturation.

The present study

supports this conclusion.
Discussion
Recent efforts to improve schools by opening the closed
classical bureaucracy to the influences of communities and
government have resulted in the adoption of shared decision
making strategies.

Though the implementation of this

strategy has been uneven from school to school, themes of
teacher involvement have resulted from these efforts.

Three

decisional areas have most likely been positively impacted in
Iowa:

setting of school goals/vision/mission,

parent/community relations, and staff development.
Iowa state government has legislated the use of planning
in a strategic manner for the improvement of schools.

State

laws 280.12 and 280.18 require involvement of teaching
faculty, parents, and members of the community in school
improvement.
lessened.

As a result, school isolation has been

The ability of teachers to influence

organizational direction and goal setting has been enhanced
through this effort.

The level of teacher participation in

setting school goals/vision/mission appears to be unusually
high as compared to other managerial based areas of decision
making .
Teacher involvement in parent/community relations has
also been impacted by school improvement efforts.

Involving

teachers alongside parents and community members has forced
teachers more directly into the role of parent and community
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relations.

Teachers have begun to consider the needs of

parents and community members in addition to the needs of
their individual classrooms.
Statewide efforts to improve the quality of teacher
preparation and ability in the classroom can be most clearly
seen in the Phase III program.

Designed to improve both

schools and teacher compensation, Phase III has been heavily
directed at training teachers to improve student achievement.
Since inception of the program in 1987, Phase III plans are
cooperatively designed, maintained, and evaluated by both
administration and teachers.

Without agreement, no Phase III

funds can be received by a district or its teachers.
Teacher involvement in the area of staff development was
reported in this study to be relatively high across Iowa as
compared to other decisional areas.

State government has

purchased teacher involvement at the local level.

Few

schools fail to reach agreement on the use of Phase III and,
therefore, few lose funding.
The low levels of teacher involvement in decisions that
impact the entire organization is a clear indication that
more needs to be done to structure and encourage teacher
involvement.

Better solutions to other organizational needs

such as those that impact limited resources of budget,
teacher assignments, facility use, and the use of time in the
school schedule cannot be forgotten.

Decisions of policy

such as planning school security, encouraging the attendance
of students, and discipline require the involvement of all
who are impacted to tailor the local school to local
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characteristics and needs.

Each decisional area that

improves the entire organization holds the promise of
creating better school organizations that function to more
effectively and efficiently increase student achievement.
Conclusions
The results of this study support the following
conclusions.
1.

Teacher involvement in decision-making was greatest

for decisional areas that most directly impact the classroom.
With the exception of setting school goals/vision/mission,
parent/community relations, and staff development, decisional
areas that more directly impact the entire organization
experience lower levels of teacher involvement.
2.

Teachers desire to be involved in all decisions at

levels that exceed their actual levels of involvement.

With

the exception of setting school security policy, Iowa
teachers desired high levels of involvement in setting their
school's goals/vision/mission, curriculum development, staff
development, parent/community relations, grading policy,
student progress reporting procedures, discipline standards,
attendance policy, facilities use during the school day,
setting budget priorities, teaching materials selection and
use, teacher assignments, and scheduling.
3.

Efforts to involve teachers in decision-making have

not succeeded in producing equilibrium or saturation in the
State of Iowa.

Most teachers in Iowa remain deprived from

their desired levels of involvement in making decisions about
setting the school's goals/vision/mission, curriculum
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development, staff development, parent/community relations,
grading policy, student progress reporting procedures,
discipline standards, attendance policy, school security
policy, facilities use during the school day, setting budget
priorities, teaching materials’ selection and use, teacher
assignments, and scheduling.
4.

Levels of decisional discrepancy were not

significantly related to the size of community, teachers'
gender, age, or total teaching experience.

Regardless of

community size, similar opportunities, or lack of
opportunities, exist for teacher decision-making in Iowa
schools.

Personal attributes were also not a factor in

teachers' opportunities to make decisions in their schools.
5.

Teachers' levels of decisional discrepancy were

related to the grade span of the teachers' school (elementary
or secondary), their educational attainment, and their
experience in their present position.

These demographics

impact efforts to increase teacher involvement in decisions.
Elementary teachers expressed more deprivation than
secondary teachers in making decisions.

There is slightly

more opportunity at the elementary level when working to
increase teacher involvement.

Setting discipline standards

was an exception where that secondary teachers were more
likely deprived than elementary teachers.

Secondary schools

may require encouragement and a different structure in
working to increase teacher participation in decisions about
discipline standards.
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With the exception of setting discipline standards,
teachers who stayed in the same school setting for a longer
period of time were more likely to experience less decisional
deprivation than their peers.

More tenured teachers are more

likely to help lead their schools.

With this in mind,

teachers should be encouraged to remain in their positions
and encourage lesser experienced teachers to become more
involved.
Teachers with low levels of educational attainment
tended to show greater levels of deprivation than their peers
with higher levels of educational attainment.

School

security policy was an unusual type of decision that was more
likely to become more deprived as teachers matured in their
positions.
6.

Those districts attempting to more closely involve

teachers in decision-making outside of the issues that daily
impact the act of teaching should consider decisional areas
with greatest deprivation and high levels of teacher
interest.

When increasing teacher participation, close

attention to the actual levels of participation and the
desired levels of participation is useful.
This researcher suggests working to increase teacher
participation in decisions regarding the use of scarce
resources such as budget, teacher time in the daily schedule,
and teaching assignments.

Meaningfully increasing teacher

participation in one or more of these areas will improve the
function of the educational system, create a foundation of
greater trust, and improve teachers' perceptions about
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involvement in making decisions.

Increasing teacher

involvement is best considered an incremental process.
7.

State level interventions may have increased teacher

participation in decisional areas that more directly impact
the entire school organization.

State law 280.12 and 280.18

require involvement of teaching faculty, parents, and members
of the community in school improvement.

As a result,

teachers have been placed into key positions to plan for the
future of their schools.

Parents and community members

participating directly with teachers have placed teachers
directly into the realm of parent/community relations.

The

statewide Phase III program has brought teachers directly
into the role of planning for staff development.

Teacher

involvement in these decisional areas has occurred due to
state level system interventions.

Encouragement for teacher

participation in other areas of decision-making may require
future system-wide interventions at the state level.
Recommendat ion s
The following recommendations for future research are
based on the results of this study.
1.

Replication studies are appropriate to include

perceptions of administrators, central office staff, school
board members, parents, and members of the community as well
as teachers.
2.

Improving student achievement should be included as

a decisional area.
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3.

Demographic data with regard to teacher age, tenure,

and experience should be collected in a way that better
discriminates the maturity of teachers in Iowa.
4.

Increasing teacher participation remains a

worthwhile goal.

Information regarding demographic variables

and decisional areas that resulted in greater decisional
deprivation should be studied in greater detail.

Two

decisional areas best fit this description: student
discipline standards and school security policy.

Both types

of decisions and the demographic variables they were
associated with were exceptions to increased teacher
involvement.
Greater years of teacher experience in the same position
led toward greater deprivation in the decisional area of
setting discipline standards.

This trend could be considered

disturbing when considering the importance of maintaining a
productive classroom and school.

Schools need the

involvement of the most experienced faculty in this
decisional area.
Increased educational attainment resulted in a trend
toward more deprivation in the decisional area of setting
school security policy.

A study to determine the

significance and details of this trend might help in the
efforts to increase teacher participation and improve school
safety.

Maintaining a safe school environment is an

important and contemporary issue.
5.

Future studies should also assess teacher

perceptions about their involvement in shared decision-making
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with regard to how productive their involvement has appeared
to be, what improvements have resulted in their educational
system due to shared decision-making, the amount of
organizational time teacher involvement required, and the
overall worthiness of shared decision-making in the effort to
improve education at the school and district level.
6.

The relationships between state level interventions

and levels of teacher decision-making should be identified
with regard to State law 280.12 and 280.18 and the Phase III
program.
7.

Data regarding facilitative structures for decision

making should be identified and assessed.
8.

Leadership traits of administrators should be

assessed with regard to their capacity to use shared
decision-making as a tool for school improvement.
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October 12, 1996

Dear Iowa teacher,
We are undertaking a study of K-12 teachers in Iowa. You have
been randomly selected by the Iowa Department of Education to be
part of this study, and we are requesting your help. The focus of
this study is shared decision making.
This research study has been endorsed by the University of
Northern Iowa.
Please complete the attached instrument and return it to us as
soon as possible. The instrument is concise, and should require
no more than 5 minutes of concentrated thought. As you will
notice, some questions have two responses, one being your actual
impact and the other your desired impact upon decisions made in
your building and/or district.
When you have completed the questionnaire, please fold and return
the survey in the premarked NO POSTAGE NECESSARY envelope.
Simultaneously, please return the postcard which also includes
postage.
Survey responses will be recorded and reported only in the
aggregate. No individual or school will be identified by name.
Your survey is color coded for elementary, secondary, rural, or
urban school. No other markings or coding is present on the
survey. Your answer will remain anonymous. After responses are
tabulated, all questionnaires will be destroyed to further protect
confidentiality. The postcard with your name and address will
only be used to indicate that you have completed and returned a
survey.
If you would like a copy of the results of the study, please
contact either of the research associates identified below. If
there are additional questions, please call Michael Jurgensen at
(515) 752-5726.
Your participation in this investigation is deeply appreciated and
vital to the success of the study. Thank you for your valuable
time and effort.
Sincerely,

Michael Jurgensen
Research Associate

Robert H. Decker
Associate Professor
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SHARED DECISION-MAKING SURVEY

Dear Respondent,
Your anonymous participation will help examine the shared decision
making process that exists in the public schools of Iowa. Please follow
instructions in Sections I to III. This short survey should take only a
few minutes of your time.
^Shared Decision-Making - a process by which the members
of art organization participate in decision-making that
affects the role and function of the organization.
Section

I

Please indicate the extent that you actually participate and your
DESIRE to participate in the following types of decisions.
Circle one response in each column using the following code.

DEFINITION OF RESPONSES:

1.
2.
3.
4.
5.

Almost never involved
Rarely
Sometimes
Often
Almost always involved

YOUR DECISIONAL AREAS
AT THE SCHOOL BUILDING
AND/OR DISTRICT LEVEL:

1.
2.
3*
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.

Setting School Goals/Vision/Mission .
Curriculum Development..............
staff Development ..................
Parent/Community Relations..........
Grading Policy......................
Student Progress Reporting Procedures
Discipline Standards................
School Attendance Policy............
School Security Policy..............
Facility Use During the School Day. .
Setting Budget Priorities ..........
Teaching Materials Selection........
Teacher Assignments ................
Scheduling.........................

YOUR
ACTUAL
LEVEL OF
PARTICIPATION

.1
.1
.1
.1

2
2
2
2
2
2
2
2
2
2
2
2
2
2

3
3
3
3
3
3
3
3
3
3
3
3
3
3

4
4
4
4
4
4
4
4
4
4
4
4
4
4

5
5
5
5
5
5
5
5
5
5
5
5
5
5

YOUR

PBSIREP
LEVEL OF
PARTICIPATION

1
1
1
1
1
1
1
1
1
1
1
1
1
1

2
2
2
2
2
2
2
2
2
2
2
2
2
2
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3
3
3
3
3
3
3
3
3
3
3
3
3
3

4
4
4
4
4
4
4
4
4
4
4
4
4
4

5
5
5
5
5
5
5
5
5
5
5
5
5
5

124
Section

XX

To complete this portion of the survey, please circle the appropriate
letter from the range of choices.
15.

Designate your gender
A. Male
B . Female

16.

Designate your Age Group
A.
B.
C.
D.
E.

17.

20
30
40
50
60

- 29
- 39
- 49
- 59
or above

Designate your current educational level
A.
B.
C.
D.
E.

BA
BA + 15
MA
MA + 15
Other
specify

18.

Designate years experience in your
present position
A.
B.
C.
D.
E.

19.

5 or less
6-10
11 - 15
16 - 19
20 or more

Designate your total years of
teaching experience
A.
B.
C.
D.
E.

5 or less
6-10
11 - 15
16 - 19
20 or more
Section

XXX

Fold and place the survey into the NO p o s t a g e NECESSARY return envelope.
Return both the anonymous survey and the postcard in the mail. The
postcard indicates that you have completed the survey.
Do not affix
postage to either the envelope or the postcard as the survey is
at no cost to you.
With Sincere Appreciation,

j

MicfiaeC Jurgensett
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Michael Jurgensen
1906 S. 5th Ave
Marshalltown, la 50158

n
___

TO: Michael Jurgensen
1906 S. 5th Ave
Marshalltown, la 50158

Please mailthispostcard atthesame time asyou returnthe
survey. They are being senttodifferentaddresses to protect
your anonymity.
Sincerely,
MicRaeC Jurgensen
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Appendix B
Demographic Information
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Table 46
Respondents by Gender

Category

Frequency

Percent

Percent
in Iowa

Male
Female
Missing

132
299
3

30.4
68.9
.7

31.9
68.1

Table 47
Freouencies and Percentaaes of Respondents by Aqe

Category

20-29
30-39
40-49
50-59
60 or above
Missing

Frequency

Percent

53
86
168
113
11
3

12.2
19.8
38.7
26.0
2.5
.7
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Table 48

Attainment
Category

BA
BA+15
MA
MA+15
MA+30+
Missing

Frequency

Percent

71
214
60
48
38
3

16.4
49.3
13.8
11.1
8.8
.7

Table 49
Frequencies and Percentages of Respondents bv Experience in
Present Position
Category

5 or less
6-10
11-15
16-19
20 or more
Missing

Frequency

Percent

98
89
64
45
135
3

22.6
20.5
14.7
10.4
31.1
.7
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Table 50

Teachincr Experience
Category

5 or less
6-10
11-15
16-19
20 or more
Missing

Frequency

Percent

44
63
74
52
198
3

10.1
14.5
17.1
12.0
45.6
.7
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